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List of Acronyms & Definitions

CMOs

CREDO
EOC
ELA
ELLs
CSGF
LDOE
NAEP
TDOE
TPS
VCR
CRM

Achievement

Growth

Charter School Management Organizations - To qualify as a CMO, an
organization must oversee the operation of at least three charter
schools. Further, the CMO must be the charter holder for all of the
schools operated by the CMO.

Center for Research on Education Outcomes
End-of-Course Exam

English Language Arts

English Language Learners

Charter School Growth Fund

Louisiana Department of Education
National Assessment of Educational Progress
Tennessee Department of Education
Traditional Public School

Virtual Control Record

Charter Restart Model

Academic performance at a fixed point in time, consisting of content
knowledge and cognitive skills. Achievement is measured against
learning standards in absolute terms. Students are compared to each
other in relative terms as positive or negative based on whether a
student above or below the average student.

The year-to-year change in academic performance relative to one’s
peers. The median student is used to benchmark the progress of other
students;.
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Evaluation of
Scaling the New Orleans Charter Restart Model
Impact Report
2017

Introduction

In 2010, New Schools for New Orleans and the Louisiana Recovery School District received a
U.S. Department of Education Investing in Innovation (i3) Validation grant to test and
transport the New Orleans Charter Restart Model (CRM). Over the course of the next 7 years,
NSNO and RSD led an initiative to expand the CRM in New Orleans, and to scale the model to
Memphis and Nashville. The Center for Research on Education Outcomes (CREDO) at Stanford
University completed the federally mandated third-party evaluation of Scaling the New
Orleans Charter Restart Model using a mixed methods design to test the CRM's Theory of
Action and its impact on students in 21 schools across Louisiana and Tennessee from 2010-
2016. CREDO conducted three discrete but related investigations: a systems-level
examination of Organizational Capacity; an Implementation Study of the schools
implementing the CRM; and a Student Impact study of how the CRM affected the academic
progress of students touched by the CRM. Ultimately, CREDO aimed to test whether the CRM
was well designed, was implemented with fidelity to that design, and had positive impact on
student growth and achievement. This website presents the integrated findings.

The Charter Restart Model (CRM) is an intervention to turn around the lowest five percent of
persistently low-performing schools. Previous charter turnaround efforts in New Orleans
begun after Hurricane Katrina provided a precursor to the work of the New Orleans Charter
Restart Model. The Charter Restart Model is designed to expand the most effective operators
of charter schools (charter management organizations, or CMOs). CMOs are ostensibly more
nimble than districts or state agencies. CMOs are purportedly better positioned to
understand and respond to school- and student-level need. Additionally, CMOs are perhaps
equipped, as mission-driven organizations, to intervene in, appropriately staff, continuously
monitor, and effectively implement turnaround strategies in lowest-performing schools.

CREDO had previously evaluated the effectiveness of charter schools nationally, in cities with
critical mass of charter operators, and in Louisiana specifically with a set of rigorous studies
in 2009 (the year before NSNO and RSD developed the i3 Validation grant application). These
studies included: (1) a quasi-experimental study (moderate internal validity and high external
validity) of charter schools in Louisiana, with a deep-dive analysis on New Orleans, and (2)
experimental studies (high internal validity and moderate external validity) about the

credo.stanford.edu 10



effectiveness of charter schools in Boston and New York City. The Charter Restart Model as
implemented in this study represents an evolution of the reforms implemented in the
previous studies. The intervention was first implemented in New Orleans and subsequently
replicated in Tennessee. The intervention allowed for two approaches to turnaround, Fresh
Restart and Full Turnaround, the difference being that Fresh Restart schools opened in one or
two grades and grew one additional grade per year instead of taking on the full spectrum of
targeted grades. This independent study of the impact of these approaches on student
academic performance was a requirement of the Investing in Innovation (i3) Validation grant.

Ultimately, the CRM aimed to improve student academic outcomes. CREDO's Student Impact
Study examines the academic growth of students attending the 19 of 21 CRM schools for
which we have data in the years of the evaluation. (Note that 21 schools are included in the
Organizational Capacity and Implementation studies; and that four schools participating in
the CRM are not included in this evaluation.) We also examine the ways in which observed
phenomena from the Implementation Study may be related to average student growth and
achievement. We present results in aggregate for all CRM schools, and in aggregate by each
state. While CREDO's evaluation does not report student effects for individual CRM schools,
we do provide profiles of each school that contain information on their overall performance,
as well as particular successes and challenges encountered during the course of CRM
implementation.

Our analysis uses the Virtual Control Record (VCR) methodology that has been used in
previous CREDO studies. The approach is a quasi-experimental study design with matched
student records followed over time. Using this methodology, we examine whether students in
newly-opened CRM schools outperform their “virtual twin” counterparts. Our analysis
controls for prior academic achievement, race/ethnicity, special education status, socio-
economic status (as measured by eligibility for subsidized lunches), English proficiency, grade
level, and retention in grade, in order to prevent the tainting of the estimate of CRM schooling
by those effects. Greater detail about the Virtual Control Record methodology can be found
on the CREDO website.

Our study aimed to answer the following questions:

* Do students enrolled in CRM schools experience larger test score gains than before
restart?

* How do the test score gains of students enrolled in CRM schools compare to test score
gains over the same period for similar students enrolled in other public schools?

credo.stanford.edu 11



How do the test score gains of students enrolled in full turnaround schools compare to
test score gains over the same period for similar students enrolled in enrolled in fresh
start schools?

How are factors related to school operation and the quality of turnaround
implementation associated with student outcomes?

It is worthwhile to summarize here the key findings of our evaluation:

Only five schools of the 19 for which we have data reached the goals set forward by the
grant in either math or reading, and no schools reached the goals in both subjects.
Students in CRM schools experienced stronger academic growth than before restart.
Students in CRM schools have comparable test score gains over the same period to
similar students in other public schools.

Students in Fresh Restart CRM schools exhibit stronger academic growth than
students in Full Turnaround CRM schools.

School Leadership stands out as a school-level factor that is positively and
significantly associated with student outcomes.

Higher turnaround implementation quality, as measured by CREDO’s Performance
Management Organization (PMO) rubric is positively associated with student
outcomes, even though the association is not statistically significant.

credo.stanford.edu 12



Methods and Data

The Student Impact portion of the study is meant to determine whether student learning
gains improved as a result of the Charter Restart Model (CRM) initiative. Learning gains are
judged based on school-level progress from year to year on state standardized tests in grades
4-10 in Louisiana and Tennessee, the evidence base for the state’s accountability programs.
The data on student academic performance were provided by the Louisiana and Tennessee
Departments of Education. In New Orleans, the data covered the school years from 2010-11
to 2015-16. Because the State of Tennessee did not administer a standardized test to
students in 2015-2016, the data series from Tennessee lacks this final year of data. Data
included school enrollment and test score information for each student.

List of Studied Schools
Our study is based on student data from 19 schools, 13 in New Orleans, and 8 in Tennessee.
Table 1 shows all CRM schools. KIPP Community East in New Orleans and Freedom

Preparatory Academy Charter Elementary School in Tennessee do not have tested students in
our study period.

Table 1: Chart Restart Model Schools and their Operators

CRM Participant Schools and CMOs

CRM
Opening
Year CRM School CMO Flagship School Closing School
Cohort 1 NOLA

NOLA Arthur Ashe Middle

2011 Clark Prep First line Schools School Clark High School
Knowledge Is Gregory

NOLA KIPP Believe Power Program - KIPP Believe Elementary

2011 Primary NOLA Academy School

Harriet Tubman
NOLA Harriet Tubman Crescent City Elementary
2011 Charter School Schools No Flagship School

Cohort 2 NOLA
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NOLA Cohen College New Orleans Sylvanie Williams  Walter L. Cohen
2011 Prep * College Prep College Prep High School

Crescent Schwartz
NOLA Leadership Canyon State Alternative
2012 Academy Rite of Passage Academy School

McDonogh 42 McDonogh 42
NOLA Charter Choice Charter
2012 Elementary Foundation Lafayette Academy Elementary
Joseph A. Craig
NOLA Joseph A. Craig Dr. King Charter Elementary
2012 Charter School Friends of King School School
Carver
NOLA Preparatory Collegiate Sojourner Truth
2012 Academy Academies Sci Academy Academy
NOLA Carver Collegiate Collegiate G.W. Carver High
2012 Academies Academies Sci Academy School
NOLA John McDonogh: John McDonogh
2012 FIN High School Future is Now No Flagship High School
Cohort 3 NOLA
NOLA Einstein Einstein Charter Einstein Charter Intercultural
2013 Extension School School Charter School
Cohort 4 NOLA

KIPP East Knowledge Is AP Tureaud
NOLA Community Power Program - KIPP Believe Elementary
2014 School NOLA Academy School
NOLA Andrew Wilson Andrew Wilson
2015 Charter School InspireNOLA No Flagship Charter School

Cohort 1 TENNESSEE

credo.stanford.edu
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Humes

Preparatory Gestalt Power Center
MEMPHIS  Academy - Upper Community Academy Middle Humes Middle
2012 School Schools School School
KIPP Memphis Knowledge Is KIPP Memphis
MEMPHIS  Academy Middle  Power Program-  Collegiate Middle Cypress Middle
2012 School Memphis School School
NASHVILL Brick Church LEAD Public Cameron College Brick Church
E 2012 College Prep Schools Prep Middle School
Cohort 2 TENNESSEE
Cornerstone Cornerstone Prep Lester
MEMPHIS Prep-Lester Capstone (Cornerstone Elementary
2012 Campus ** Education Group Academy) School
Hanley
MEMPHIS Aspire Public Aspire Maynard Elementary
2013 Aspire Hanley #1 Schools Academy-Berkeley School
KIPP Memphis Knowledge Is KIPP Memphis
MEMPHIS Preparatory Power Program-  Collegiate Middle Corry Middle
2013 Middle Memphis School School
Klondike Gestalt Power Center Klondike
MEMPHIS Preparatory Community Academy Middle Elementary
2013 Academy Schools School School
Cohort 3 TENNESSEE
Freedom
Preparatory
Academy Charter Freedom Westwood
MEMPHIS Elementary Preparatory Elementary
2014 School Freedom Prep Academy School
Notes:

* Although Cohen College Prep opened in 2011, it is part of the Cohort 2 schools for the
purposes of this evaluation.
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** Cornerstone Prep-Lester Campus delayed start for one year after receiving their ASD
charter.

To identify the students affected by the CRM, the enrollment records for each school year
were utilized. The 2010-11 school year in New Orleans corresponds to the last year of
operations at those Recovery School District (RSD) direct-run schools that were closed in
anticipation of being transferred to CRM operators in New Orleans in the 2011-2012 school
year. Similarly, the 2011-12 school year in Tennessee corresponds to last year of operations at
the Achievement School District (ASD) direct-run schools that were closed in order to be
transferred to CRM operators in Tennessee in 2012-13. Students were assigned to the CRM
schools if they were enrolled in one school for more than 80 days of the school year. Each
student in New Orleans and Tennessee who was not affected by the CRM project was
assigned to the school at which he or she was enrolled for the longest time during the school
year, as long as s/he was enrolled more than 80 days at that school.

The requirement that a student has been enrolled for at least 80 days at a school in order for
the student to be assigned to that school strikes a balance between two competing issues. On
one hand, we wanted to maximize the number of students who were assigned to schools in
New Orleans and Tennessee and therefore eligible for inclusion in our study either as affected
or as unaffected students. On the other hand, schools deserved to be assessed on the basis of
students who had been enrolled for a substantial portion of the school year, especially the
CRM turnaround schools.

Students affected by the CRM can be grouped into six categories:

* Persisters: These are students who attended both the Closing school and its CRM
counterpart or are newly enrolled students in the CRM who continued to be enrolled
for more than one school year.

* New Entrants: The students who attended a CRM school but did not attend the
corresponding Closing school. These students are categorized as New Entrants only in
their first year of enrollment.

* Opt-out: Students who attended the Closing school, had the option of attending the
new CRM school, but chose not to enroll in the CRM school.

* Flux: These are students who attended the Closing school and for whom some special
accommodation was made when they were displaced by the CRM school due to a
grade configuration mismatch.

* Ineligible: Students who attended the Closing school but were not able to attend the
CRM school due to a grade configuration mismatch for whom no special
accommodation was made.
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* Aged out: The students who attended the Closing school in its highest grade level and
were therefore going to enroll in a different school the following year regardless of the
CRM project.

The students we examine in this Impact evaluation fall into two aggregate groups. First,
Closing school students were all the students who attended the Closing school in its final
school year, i.e., Persisters, Opt-out, Flux, Ineligible, and Aged Out. These were the students
that the CRM was designed to assist, even though some students did not attend a restart
school. We refer to this group as Intent to Treat group and study their subsequent academic
experience. The second group consists of students who attended the restart schools -
Persisters and New Entrants. This aggregated category, CRM attendees (Persisters and New
Entrants), will be the focus of the majority of the Impact Analysis.

Study Approach

This analysis uses the Virtual Control Record (VCR) methodology that has been used in
previous CREDO publications.! The VCR approach is a quasi-experimental study design with
matched student records that are followed over time. The current analysis examines whether
students in newly-opened CRM schools outperform their virtual control peers (or virtual
twins). This general question is then extended to consider whether the observed CRM
performance is consistent when the CRM population is disaggregated along a number of
dimensions, such as race/ethnicity and years enrolled in a CRM school. Answers to these
questions require that we ensure that the contribution of both CRM schools and the
traditional public schools are isolated from other potentially confounding influences. For this
reason, these analyses control for many other variables with the purpose of preventing the
tainting of the estimate of CRM schooling by other effects. In its most basic form, the analysis
includes controls for student characteristics: prior academic achievement, race/ethnicity,
special education status, socio-economic status (as measured by eligibility for subsidized
lunches), English proficiency, grade level, and retention in grade.

To create a reliable comparison group for our study, we strive to build a VCR for each CRM
student. A VCR is an amalgamation of the actual academic experiences of students who are
identical to the CRM student, except for the fact that the VCR students attend a non-CRM
school that each CRM school’s students would have attended if not enrolled in their CRM
School. We refer to the VCR as a “virtual twin” because it consolidates the experience of

! See for example: CREDO Urban Charter School Study (2015).
http://urbancharters.stanford.edu/download/Urban%20Charter%20School%20Study%20Report%200n%2
041 %20Regions.pdf

> The Days of Learning computation uses 4" and 8" grade test scores from the National Assessment of
Educational Progress (NAEP) and individual state test results developed by Hanushek et al. The values
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multiple “twins” into a single reference point of academic performance. This synthesized
record is then used as a counterfactual for the CRM student’s performance.

To obtain comparisons to serve as the counterfactual in our analysis, student with school
assignments who were affected by the CRM were matched with identical students in the local
community who were unaffected by CRM. Matches were created separately for reading
performance and for math performance. A more detailed description of the process can be
found in our Methodological Report.

The control pool for CRM students in New Orleans, LA was comprised of all public school
students in New Orleans that never enrolled in a CRM school (i.e., students from any RSD
charter or traditional public school in New Orleans), referred to as “All NOLA”. This
comparison enables a view into where the Closing and CRM school impacts fit into the overall
New Orleans education market. The proportions of case students for whom matches were
created are displayed in Table 2 below. As we can see, our overall match rate is quite high,
over 80 percent. This allows for a valid estimation of the impact of the CRM on student
population.

Table 2: Student Match rates by Location

Mathematics Reading

New Orleans 78% 79%
Tennessee 89% 89%
Overall 82% 83%

Descriptive Analysis of Matched Students

Table 3 describes the demographic composition of all students included in our study, both
the Intent to Treat (ITT) and the CRM groups.. Students targeted in our study are
predominantly black and eligible for free/reduced-price lunch. Matched students differ
demographically from the CRM student population in important ways. The final study
population (CRM students and their matched VCRs) had higher proportions of Black students
and students in poverty than the entire CRM population. At the same time, the study
population has fewer Asian or Pacific Islander, Special Education and English Language
Learner (ELL) students than the CRM population. These patterns are evident in both New
Orleans and Tennessee.
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Table 3: Demographic Composition of All ITT and CRM Students in the Evaluation
New Orleans Tennessee Overall

Target Matched Target  Matched  Target Matched
Students  Students Students Students Students Students

Number of Tested
Students 13774

11333

Match Rate 78% 88% 82%
Students in Poverty 84% 88% 92% 93% 87% 90%
Special Ed Students 11% 8% 6% 4% 9% 6%

ELL Students 4% 1% 1% 0% 3% 1%
White Students 0% 0% 2% 1% 1% 0%
Black Students 92% 98% 95% 98% 93% 98%

Hispanic Students 3% 1% 3% 1% 3% 1%
Natg’:ugzqnizcan 0% 0% 0% 0% 0% 0%
fSian orsfj(j:lct?ander 4% 0% 0% 0% 3% 0%
Multi-Racial Students 0% 0% 0% 0% 0% 0%

Table 4 below describes the demographic composition of students from Closing schools
included in our study. Similar to Table 3, Students in the Closing schools are predominantly
black and eligible for free/reduced-price lunch. The matched students attending the Closing
schools are demographically similar to the targeted students, that is, predominantly black
and eligible for free/reduced-price lunch. Again, student subgroups that are more
representative of the underlying student population in the Closing schools, such as black
students or students eligible for free/reduced-price lunch, have a higher the match rate

compared to that of less representative students, such as special education students or
English-language learners.
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Table 4: Demographic Composition of ITT Students from Closing Schools in the Study
New Orleans Tennessee Overall

Target Matched Target Matched Target Matched
Student Student Student Student Student Student
Student Group S S S S S S

Number of Tested
Students 2656

Match Rate 82% 94% 89%
Students in Poverty 88% 90% 91% 92% 90% 91%
Special Ed Students 8% 7% 4% 3% 6% 5%
ELL Students 1% * 1% *x 1% *
Black Students 95% 99% 96% 98% 95% 98%
Hispanic Students 2% * 2% 1% 2% 1%

Note: * Cell sizes less than ten are redacted in accordance with LDOE requirements. ** Cell
sizes less than five are redacted in accordance with TDOE requirements.

Table 5 below describes the demographic composition of students in the CRM schools (i.e.
Persisters and New Entrants) included in our study. Similar to Table 2, students in the CRM
schools are predominantly black and eligible for free/reduced-price lunch. The matched
students in New Orleans attending the CRM schools compared to the targeted students are
demographically slightly more likely to be black and more likely to be eligible for
free/reduced-price lunch. The matched students in Tennessee attending the CRM schools are
demographically similar to the targeted students. Student subgroups that are more
representative of the underlying student population in the CRM schools, such as black
students or students eligible for free/reduced-price lunch, have a higher match rate
compared to that of less representative students, such as special education students or
English-language learners.

credo.stanford.edu 20



Table 5: Demographic Composition of CRM Students in the Study
New Orleans Tennessee Overall

Target  Matched Target Matched Target Matched

Student Grou
P Students Students Students Students Students Students

Number of Tested
4984

3789 1483 1330 6467 5119

Students
Match Rate 76% 90% 79%
Studentsin
. ' 82% 87% 95% 92% 85%
Poverty 89%
Special Ed
P 12% 9% 10% 6% 11%
Students 8%
ELL Students 5% 1% 2% 1% 4%, 1%
Black Students 89% 98% 97% 95% 90% 98%
Hispanic
'span 4% 2% 2% 1% 3%
Students 2%

Overview of the Student Academic Impact Model

The primary question under investigation in this evaluation is: “Do students enrolled in
Charter Restart Model schools have different growth compared to their matched peers in
non-CRM schools?” To answer this central question, we examined the annual academic
progress of CRM students compared to their VCR peers. Using statistical modeling, we are
able to isolate the effect of a student enrolling in a CRM school from other potential
influences on academic performance. It is then possible to test whether attending a CRM
school resulted in statistically significantly different outcomes for students. Our model takes
into account influences stemming from the following factors: previous year’s academic
growth (operationalized as z-score), gender, race/ethnicity, special education status, English-
Language Learner (ELL) status, eligibility for free/reduced-price lunch, grade repeater status,
grade level, and state.

Overview of Mixed Methods Model
An additional question we wanted to answer examined how school-related factors affected
student outcomes. To answer this question, we obtained qualitative observations on a series
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of factors relating to school operation as well as the quality of the turnaround
implementation. We constructed quantitative measures based on those qualitative
observations. We then examined how changes in the average academic growth of students
was influenced by changes in the level of each observed factor. Using this mixed methods
approach, we could determine whether associations exist between those observed factors
and student outcomes.

Presentation of Results

In this study, scores from annual state standardized accountability assessments are used to
reflect student academic performance. Because tests differ across subjects, grades and
years, it is necessary to transform the actual scores to a format that allows comparison across
students and across time. Therefore, test scores were converted to a standard “bell curve”
that places the average score of any test in any subject in any given year at zero and then
arranges other scores relative to that midpoint. These standardized scores are referred to as
z-scores. A z-score of 0 indicates the student’s achievement is average for his or her grade.
Positive values represent higher performance than average while negative values represent
lower performance. Academic growth is defined as the difference in test scores between two
school years. Growth can then be assessed as differences in standard deviations.

Unfortunately, these units do not have much meaning for the average reader. To alleviate
this, we translate standard deviation units to Days of Learning. In order to understand “days
of learning”, consider a student whose academic achievement is at the exact average in one
grade and the next year is also at the absolute average in the following grade. We consider the
increase in knowledge and skills for that student to reflect one year of academic progress
over that period. We equate that increment to 180 days of learning, the typical length of a
school year. Every other student’s progress is then transformed using the values in Table 7
against the 180 days-of-learning benchmark. Thus, a student with academic growth of 0.05
standard deviations would have yearly progress of 29 additional days of learning over the
period.

Translating results into more understandable terms is challenging and should be done only
with caution. The table below shows a translation of standard deviation units to Days of
Learning. When employing this transformation we can be confident of the transformation of
values close to the zero mean, but caution that extreme values in excess of 0.25 standard
deviations may be less accurate.? Fortunately, the results of this analysis were well within the

> The Days of Learning computation uses 4" and 8" grade test scores from the National Assessment of
Educational Progress (NAEP) and individual state test results developed by Hanushek et al. The values
in Table 7 are updated from past reports using more recent NAEP scores, which show slower absolute
annual academic progress than earlier administrations. Hanushek, Eric A., Paul E. Peterson, and Ludger
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range for which we have high confidence that Days of Learning provides accurate and useful
information.

Table 6: Transformation of Average Learning Gains in Reading and Math

Growth (in standard deviations) Gain (in days of math learning)

0.00 0

0.05 29
0.10 57
0.15 86
0.20 114
0.25 143
0.30 171
0.35 200

It is possible to translate the standard deviations of growth from our models based on a 180-
day average year of learning. Some students will show progress as though they had attended
their school for more than 180 days, and some will have weaker learning as though they had
attended fewer than 180 days of learning in a year.

Woessmann. "Achievement Growth: International and US State Trends in Student Performance. PEPG
Report No.: 12-03." Program on Education Policy and Governance, Harvard University (2012).
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Demographic Profile of Students

In order to understand how CRM schools’ enrollment and demographic profiles compare to
their Closing schools, and how CRM schools’ demographics evolved over time, this section
presents information regarding the flow of students out of Closing schools and aggregate
patterns in the demographic profiles of the CRM schools. These descriptions are based on
enrollment information from the Louisiana and Tennessee Departments of Education.

Flow of students out of the Closing Schools

Table 7 shows the flow of students out of the Closing schools. In particular, we report the
enrollment paths that students from the Closing schools followed in the first year of
operation of the corresponding CRM school. In addition to the student categories introduced
in the previous section, students leaving a Closing school could potentially end up in two
additional categories. The first of these additional categories is “Other CRM”. This captures
students who left a Closing school and enrolled as new entrants in a CRM school other than
the one corresponding to their Closing school. The second category is “Other Closing”. This
category captures students who left their Closing school to enroll in another school destined
to be subject to turnaround in the following year within the CRM framework. Table 6 reveals
that fewer than one third of the students attending a Closing school in its last year of
operation subsequently enrolled in a CRM school. This finding indicates that the treated
student population, that is, students who attend a CRM school, is very different from the
initially intended to treat student population.

Table 7: Flow of Students out of the Closing Schools

Carver Collegiate 0% * 0% 7% 0% 54% 36%
Joseph S. Clark

0, [0) [0) 0] 0, 0, 0,
Prep. High School 44% 0% 0% 12% 8% 0% 36%
Cohen College 0% * 0% 5% 0% 56% 38%
Prep
Joseph A. Craig 0 0 o o 0 0 0
Charter School 59% 6% 0% 27% 0% 0% 8%
KIPP Beli
Believe 0% » 63% 0% 5% 9%  22%
Primary
Einstein 3% * 0% 17% 0% 0% 7%
Extension
John McDonogh: 35% 0% 0% 6% 0% 0% 59%

Future Is Now

credo.stanford.edu 24



McDonogh 42

Charter School 1% 5% 0% 19% 0% 0% 5%
Crescent
Leadership * * 0% 39% 0% * *
Academy
Carver Prep 0% 23% 50% 0% 0% 0% 27%
Ié?gﬁ; ::fhnng 35% * 0% 55% * 0% 10%
KIPP East
Community 0% 9% 74% 0% 0% 0% 17%
School
Wilson Charter 67% 2% 19% 0% 0% 0% 12%
School
Brick Church > 0% 0%  25% 0%  52%  23%
College Prep
KIPP Memphis
Preparatory 0% 0% 0% 6% o 37% 56%
Middle
Atlalljjzm)e/nl\jl?:(;sle 0% 0% 0% 18% 0% 47% 35%
Aspire Hanley #1 26% ** 0% 46% o 11% 16%
Humes Prep.
Academy-Upper o 0% 0% 11% 0% 57% 32%
School
Klondike
Preparatory 12% 4% 0% 14% 0% 46% 25%
Academy
Cornerstone
Prep-Lester 5% 0% 0% 6% 0% 48% 41%
Campus
Freedom
Preparatory o 0% 0% 56% 0% 32% 11%
Academy
Totals 1679 141 450 1140 39 1104 1270
29% 2% 8% 20% 1% 19% 22%

Note: * Cell sizes less than ten are redacted in accordance with LDOE requirements. ** Cell
sizes less than five are redacted in accordance with TDOE requirements.

Table 8 shows percentage of Persisters and New Entrants in the first year of operation of each
CRM school. In four out of 21 CRM schools, the percentage of Persisters is higher than the
percentage of New Entrants in the first year of operation. More than three quarters of
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students attending a CRM school in the school’s first year of operation were New Entrants and
thus had not attended the corresponding Closing school.

Table 8: Starting Student Composition in CRM Schools

Carver Collegiate 0% 100%

Joseph S. Clark Prep. High School 39% 61%
Cohen College Prep 0% 100%
Joseph A. Craig Charter School 73% 27%
KIPP Believe Primary 0% 100%
Einstein Extension 31% 69%

John McDonogh: Future Is Now 21% 79%
McDonogh 42 Charter School 68% 32%
Crescent Leadership Academy 4% 96%
Carver Prep 0% 100%

Harriet Tubman Charter School 36% 64%
KIPP East Community School 0% 100%
Wilson Charter School 71% 29%
Brick Church College Prep 1% 99%
KIPP Memphis Preparatory Middle 0% 100%
KIPP Memphis Academy Middle 0% 100%
Aspire Hanley #1 64% 36%

Humes Prep. Academy-Upper School 1% 99%
Klondike Preparatory Academy 35% 65%
Cornerstone Prep-Lester Campus 3% 97%
Freedom Preparatory Academy 31% 69%
Across All Schools 23% T71%

Table 9 below shows the enrollment counts in CRM schools in New Orleans. These student
counts come from the Louisiana Department of Education and were based on observations in
October of each school year. Enrollment trends over time are important because they reveal a
school’s ability to recruit and retain students. The following schools had a higher enrollment
count in the final year of the study than when they opened: Harriet Tubman Charter School,
KIPP Believe Primary, Carver Collegiate, Carver Prep, McDonogh 42 Charter School, Einstein
Extension, and KIPP East Community School. While enrollment growth is expected for fresh
restart schools (KIPP Believe Primary, Carver Collegiate, Carver Prep, and KIPP East
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Community School), it is well worth noting that Harriet Tubman Charter School, McDonogh
42 Charter School, and Einstein Extension increased enrollment as full turnaround CRM
schools. Although these schools did not grow one grade at a time they managed to increase
their enrollment during the study period. Note that John McDonogh: Future is Now closed
after its second year of operation. In terms of overall enrollment, CRM schools served almost
four times more students in the 2015-16 than they did in 2011-2012.

Table 9: Enrollment Counts for CRM Schools in New Orleans
2011- 2012- 2013- 2014- 2015-

12 13 14 15 16

Joseph S. Clark Preparatory High
School

Harriet Tubman Charter School
KIPP Believe Primary
Carver Collegiate
Carver Prep
Cohen College Prep

Crescent Leadership Academy

John McDonogh: Future Is Now

Joseph A. Craig Charter School
McDonogh 42 Charter School

Einstein Extension
now Einstein Sherwood Forest

KIPP East Community School
Wilson Charter School

All New Orleans CRM Schools 1435 3663 4912 4956 5367
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Table 10 below shows the enrollment counts in CRM schools in Tennessee. These student
counts come from the Tennessee Department of Education and were based on observations
in October of each school year. The last year of our Impact study in Tennessee is 2014-15,
because no test data exist for Tennessee students in 2015-16. However, for the reader’s
reference, we also report enrollment counts for 2015-16. (Note that the Implementation study
does include Tennessee CRM schools in the 2015-16 school year.) Almost all CRM schools in
Tennessee had a higher enrollment count in the final year of the study than when they
opened. It is worth noting that Aspire Hanley #1 is a full turnaround CRM school. Although this
school did not grow one grade at a time it managed to increase its enrollment during the
study period. The same is true for schools that started off as fresh restarts but accelerated
their phase-in to become full school turnarounds after their first year of operation. In terms of
overall enrollment, CRM schools in Tennessee served almost eight times more students in the
2014-15 than they did in 2012-2013, and enrollment continued to increase in 2015-16.

Table 10: Enrollment Counts for CRM Schools in Tennessee
2012-13 2013-14 2014-15 2015-16

Humes Preparatory Academy
KIPP Memphis Academy Middle
Brick Church College Prep
Cornerstone Prep-Lester Campus
Aspire Hanley #1

KIPP Memphis Preparatory
Middle

Klondike Preparatory Academy

Freedom Preparatory Academy

All Tennessee CRM Schools 321 1735 2499 3267

Next, we discuss the demographic profiles of the CRM schools. We report aggregate patterns
overall and across locales in Table 10. Readers who are interested in the demographic profile
of each school may refer to Appendix A. Table10 shows that students in the CRM schools are
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predominantly black and eligible for free/reduced-price lunch, the latter being a proxy for
economic hardship.

The percentage of black students in CRM schools in New Orleans decreases during our study
as shown in Table 10. At the same time, the percentage of Hispanic students in CRM schools
in New Orleans increases. In New Orleans, nine out of 13 CRM schools had a percentage of
black students equal to or higher than 90 percent in every year. In the remaining four schools
the percentage of black students did not fall below 78 percent. Seven out of 12 CRM schools
in New Orleans that were open for more than one year during our study had a consistent
percentage above 90 percent of black students during the study period. Three CRM schools
exhibited a slight decrease in the percentage of black students in the last year of our study
(2015-16). One school exhibited a drop in the percentage of black students in the next to last
year of our study (2014-15), although the percentage did not drop below 78 percent. Finally,
one school exhibited an increase in the percentage of black students, reaching 92 percent in
the last year of our study (2015-16). The percentage of Hispanic students increased during our
study period in seven out of 12 CRM schools in New Orleans, while it remained relatively
stable in the remaining five CRM schools.

In New Orleans, six of 13 CRM schools had 90 percent or more students eligible for free/
reduced-price lunch in every year of our study. Five of 12 CRM schools in New Orleans
experienced a one-year drop in the percentage of free/reduced-price lunch-eligible students
in the middle of their studied lifespan, although this drop does not take place in the same
school year and in most cases can be explained by low and volatile enrollment. The
remaining CRM schools in New Orleans had a steady and high (above 90 percent on average)
percentage of free/reduced-price lunch-eligible students throughout the study period.

Ten of 12 CRM schools in New Orleans had less than four percent English-language learners
during the study period. One CRM school had a percentage of English-language learners
higher than 15 percent for most of its studied lifespan., Another New Orleans CRM school had
a percentage of English-language learners higher than 30 percent in every year. The
percentage of English-language learners increased during our study in five of 12 CRM schools
in New Orleans. The percentage of Special Education students remained steady in seven of 12
CRM schools in New Orleans and increased in the remaining five schools, although it
remained in the range between ten and 19 percent throughout our study.

In Tennessee, seven of eight CRM schools had a percentage of black students equal to or
higher than 90 percent in every year. The percentage of black students remained relatively
stable during our study window in five of eight Tennessee CRM schools, while the percentage
of black students increased in two schools and decreased in one school. Despite these
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fluctuations, the percentage of black students in Tennessee CRM schools remained above 85
percent for all schools in all years. The percentage of Hispanic students increased in four of
eight Tennessee CRM schools, while remaining relatively stable in three and decreasing in
one. The percentage of Hispanic students in Tennessee CRM schools remained below nine
percent in every school.

The percentage of students eligible for free/reduced-price lunch remained steady for every
year of our study with the exception of the final year (2015-16) in six of eight Tennessee CRM
schools. The percentage decreased in one school and fluctuated in another school, staying
close to or above 90 percent in most cases. In 2015-16 the percentage of free/reduced-price
lunch-eligible student reported by the Tennessee Department of Education decreased
significantly in all eight CRM schools in Tennessee. This drop can be explained by a change in
the definition of lunch-eligibility by the State of Tennessee.

The percentage of English-language learners remained steady and close to one percent for
three of eight Tennessee CRM schools. This percentage increased in four schools, reaching a
level close to five percent, and decreased in one school, without dropping below three
percent. The percentage of Special Education students remained relatively stable over time
in four of eight Tennessee CRM schools, varying between 12 and 21 percent across schools. At
the same time, the percentage of Special Education students decreased in two and increased
in another two CRM schools, never reaching levels below seven or above 31 percent.

Overall, the percentage of black students in CRM schools was over 90 percent in both New
Orleans and Tennessee. The percentage of black students in CRM schools declined slightly
over time in New Orleans, but remained steady in Tennessee. The percentage of Hispanic
students is tiny, standing at single-digit percentages in both New Orleans and Tennessee.
There were increases in the percentage of Hispanic students in both areas during our data
window, from two percent to nearly 10 percent in New Orleans and from almost zero to four
percent in Tennessee.

Overall, the percentage of CRM students eligible for free/reduced-price lunch fluctuated over
time in both New Orleans and Tennessee. However, the percentage remained above 90
percent in most years and never fell below 67 percent. The percentage of English-language
learners increased over time in both states. The percentage of Special Education students
exhibits a slight upward trend in New Orleans, moving from 11 to 13 percent. In Tennessee,
the percentage of Special Education CRM students drops after 2012-13 and remains relatively
stable thereafter, ranging between 14 and 15 percent.
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Table 11: Demographics of Students in CRM Schools
2011-12 2012-13 2013-14 2014-15 2015-16

New Orleans

Black 96%

97%
Hispanic 2% 1% 5% 8% 9%
Lunch Eligible 94% 95% 75% 91% 93%
English Learner 0% 0% 7% 10% 11%
Special Ed 11% 11%
Tennessee
Black
Hispanic
Lunch Eligible
English Learner
Special Ed

All Schools

Black 96%

97%
Hispanic 2% 1% 4% 6% 7%
Lunch Eligible 94% 92% 76% 89% 84%
English Learner 0% 0% 6% 7% 8%

Special Ed 11% 11% 13% 14% 13%

Comparison of Closing and CRM school demographics

The CRM Theory of Action envisioned the improvement of the performance of students in the
Closing schools. To this end, we compare the demographic profile of each CRM school with
the demographic profile of the corresponding Closing school. We compare the percentage of
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each demographic group in 2015-16 for each CRM school in New Orleans and 2014-15 for
each CRM school in Tennessee to the corresponding Closing school’s demographic in the year
prior to the opening of the CRM School. CRM schools in their early years of operation were still
expanding in terms of population and grades served. The more recent data on demographics
allows us to better approximate what the CRM schools will look like when they reach full
capacity. Each cell in the following table shows whether the percentage of each demographic
group is equal, smaller, or bigger than the percentage of the same demographic group in the
Closing school. “Higher” means that a CRM school has a higher percentage of a certain
demographic group compared to the corresponding Closing school. “Lower” means that a
CRM school has a lower percentage of a certain demographic group compared to the
corresponding Closing school. “Slightly” in the following table means that the difference is
not greater than two percentage points.

Table 12: Comparison of demographics of each CRM School to Closing School
Lunch English Special

Eligible Learner Education

Black  Hispanic

New Orleans
Joseph S. Clark Preparatory | slightly BESif={31d)Y%

higher Higher

High School lower higher
Harriet Tubman Chart lightl
arriet THbman Larter lower higher Sl,g v Higher
School higher
KIPP Believe Primary higher same higher Higher

slightly

Carver Collegiate lower higher same Higher
lightl

Carver Prep lower higher Higher
lower

Cohen College Prep lower higher higher Higher

lightl
Crescent Leadership Academy Skl)gwery same higher Same
slightly

lower

John McD h: Future |
SHNPRETR I PR lower higher higher Higher
Now*

*We use 2014-15 data for Tennessee in our comparison for two reasons. First, the more recent the data
we use, the more reflective the demographics are of the expected student population for each CRM
school in years to come. This is due to the fact that CRM schools were expanding in terms of enroliment
and grades served in their early years. Second, a change in TDOE’s definition of lunch eligibility in 2015-
16 may not allow us to make the appropriate comparison with the Closing school a few years in the past.
* We use data from the last year of operation.
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Joseph A. Craig Charter School higher
McDonogh 42 Charter School higher

Einstein Extension higher

slightly

KIPP East C ity School high
ast Community Schoo igher higher

Wilson Charter School same higher

Tennessee
Humes Preparatory Academy same Higher
KIPP M his Acad lightl lightl
emP is Academy S|.g y 5|.g y Higher
Middle higher higher
) slightly slightly :
Brick Church College Prep : : Higher
higher higher
Cornerstone Prep-Lester slightly ; :
: higher Higher
Campus higher
lightl lightl
Aspire Hanley #1 shliihe?/ same higher Shliihe:/
KIPP M his P t lightl
emp.ls reparatory S|.g y lower Higher
Middle higher
Klondike P t lightl
ondike Preparatory S|'g y il el
Academy higher
Freedom Preparatory slightly

higher same

Academy higher

The table above reveals very interesting patterns. Sixteen of 21 CRM schools had a lower or a
slightly lower percentage of black students compared to their Closing schools. Fifteen of 21
CRM schools had a higher or a slightly higher percentage of Hispanic students compared to
their Closing schools. Only six of 21 CRM schools had the same, a higher, or a slightly higher
percentage of students eligible for free/reduced-price-lunch compared to their Closing
schools. Only one CRM school had a lower or a slightly lower percentage of English language
learners compared to their Closing school. Seventeen of 21 CRM schools had a higher or a
slightly higher percentage of Special Education students compared to their Closing schools.
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Academic Growth of Students Affected by CRM-Impact Analysis

This section evaluates the impact of the CRM schools on student outcomes based on three
points of reference. The first point of reference is the most analytically rigorous. We use
statistical methods to study the academic gains of CRM students compared to their VCR twins
in non-CRM schools in their respective communities. This analysis allows for the possibility
that the community-wide baseline of student performance may shift over time, independent
of any efforts in CRM schools. This analysis asked the “But for” question: if the CRM students
had attended other schools, what would their likely outcomes look like; would they have seen
different academic gains “but for” attending a CRM school?

The second point of reference is the performance of CRM students compared to their peers in
the Closing schools. Independent of the final ranking of CRM schools, this comparison
examines whether the CRM initiative realized improvements in student performance against
the starting point of the Closing schools.

The third point of reference arises from the performance targets put forward in the Scaling
the New Orleans Charter Restart Model grant proposal and offered by NSNO, RSD, and ASD
officials as their expectations for the schools. The question is whether the CRM efforts to
restart schools were so successful as to change the relative position of CRM schools in the
state distribution of schools.

CRM Impact on Student Academic Gains

The CRM Theory of Action includes two major steps focused at the school - and by extension
the student - level. First, low-performing schools were closed; and second, the schools and
students would receive the intervention of school turnaround at the hands of selected CMOs
that were expected to bring superior efforts and resources to bear on improving the academic
progress of the students the CRM schools served.

The impact of the CRM is evaluated on the basis of academic growth, defined as gains in
learning from one year to the next. We use the change in scores on standardized state
assessments to compute the increment of academic progress for each student. We then
compare each student with their VCR peer. We estimate the impact of the CRM schools on
two groups of students. The first is the intent-to-treat (ITT) group, i.e., students who were
enrolled in a Closing school in its final year of operation before the CRM school opened. Recall
that some of the ITT group did not continue their enrollment in the CRM school (for a variety
of reasons), yet this was the group that was the focus of the restart efforts. The second group
of students comprises those who were actually enrolled in a CRM school, some of whom
came from the Closing school and some who have different enrollment histories.
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Students in Closing Schools -The Intent to Treat Group

The CRM intended to improve the academic performance of students in certain low-
performing schools. Earlier, we classified Closing school students into the following five
categories: Persisters, New Entrants, Opt-outs, Flux, and Ineligible. The detailed definition of
each CRM student category is given in the Demographics section, where we discuss the flow
of students out of Closing schools and into CRM schools. Our Intent-to-Treat (ITT) estimate
consists of the weighted average effects of Persisters, Opt-outs, Flux, and Ineligible students.
Bear in mind that this group of students overlaps to a degree with the group of students that
actually attended a CRM school because both groups include the Persister students
(Persisters attended both the Closing school and the CRM school). The following table shows
the weighted average gains in test scores associated with being in one of the intended-to-
treat groups, compared to the test score gains of similar students in the other public schools.

Table 13: Academic Impacts of CRM for the Intent to Treat Group of Students from Closing
Schools

Mathematics Reading
-0.06 34 -0.02 11
-0.00 0 0.00 0
-0.11 63 -0.05 29

Overall, none of the of student categories making up the ITT shows an effect statistically
different from zero. As such, the overall ITT effect is not statistically different from zero. The
ITT effect is negative in terms of both mathematics and reading. In New Orleans the ITT
estimated effects are virtually zero and therefore no different from the experience in non-CRM
schools. In Tennessee, the ITT effects are negative and noticeably lower than those in New
Orleans in both mathematics and reading. Comparing the ITT estimates to the performance
targets, we see that the average test score gains associated with the CRM intervention are not
sufficient to reach the intended performance targets, as the gains are negative on average.

A natural question arises from the results in Table 13 above. Considering the significant
proportion of students from the Closing schools that did not enroll in their associated CRM
schools, could these results be colored by outcomes in other settings? We followed the
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students from the Closing schools for as long as the data permitted and analyzed the
academic progress of students in their various pathways: Persisters, students who opted out
of the CRM school, students who were ineligible to attend the CRM school, and those that
received some “Flux” accommodation as the schools transitioned. (Students who were in the
top grade of the Closing school or those who aged out were not included because their
education options looked much different than rising students in the Closing schools.)

Figure 1: Learning Gains of Student Categories Within the ITT Group Benchmarked Against
Learning Gains of VCR Students
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Figure 1 displays these results. For comparison purposes, the academic growth of all students
in the Closing schools’ last year of operation prior to the installation of the CRM school is
included. The Closing school students had significantly negative gains in both reading and
math in the Closing schools’ final year of operation pre-CRM opening, which translates to 63
fewer days of learning in reading and 86 fewer days of learning in math.

In contrast, we observe no statistically significant differences for students in alternate
pathways than their VCR peers experienced. This lack of statistical significance is influenced
by small numbers in each group that pursued an alternate pathway. The overall effects,
however, suggest that electing to enroll in a CRM school was as least as good if not better
than the available alternatives. These findings also demonstrate that all alternatives were
better than the academic results that were realized in the Closing school in its final year prior
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to takeover. Even students who were ineligible to attend a CRM school had an academic
growth comparable to that of similar students in non-CRM schools, suggesting widespread
positive consequences from the closure of the Closing schools.

Students in CRM Schools

The preceding section shows that students in the Closing schools were advantaged to varying
degrees by the closing portion of the CRM’s Theory of Action, regardless of the pathways they
pursued. The remainder of the CRM intervention, however, was focused on the students that
enrolled and attended the CRM restart school. These schools received enriched resources and
supports for the work of turning the school around and are the chief focus of the Impact
analysis.

Figure 2: Relative Learning Gains of CRM Students Benchmarked Against Learning Gains of
VCRs
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Figure 2 displays the average annual academic gains for students who were enrolled in CRM
schools during the study period of this evaluation. The baseline for comparison here is the
academic gains of the matched VCR peers in non-CRM schools over the same time period.
When the entire set of students in both New Orleans and Tennessee are considered, CRM
students progress in one year’s time to the same degree as their peers in non-CRM schools.
Neither the math nor the reading result is statistically significant. When the CRM students are
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disaggregated by the state in which their schools operate, we find equivalent results. The
gains in both subjects are equivalent to their VCR peers, regardless of location.

We further examined the CRM impacts on student learning by considering whether the
students came from the Closing school or enrolled as a New Entrant in the turnaround
schools. This inquiry hinges on students’ different prior-CRM school experiences; considering
the strongly negative results that students experienced in the final year of their enrollment in
the Closing school, there might be not only differing histories but different trajectories
coming into the CRM school.

The results of this analysis are presented in Figure 3. On average, Persister and New Entrant
CRM students across locations do not see statistically different academic growth from their
VCR comparison peers in either reading and math. This also provides support for the idea that
the CRM schools provided effective support for the students coming out of the Closing
schools to bolster their recovery and to engage them in the early years of the CRM schools’
operations.

Figure 3: Relative Learning Gains of New Entrants and Previous CRM Students Benchmarked
Against Learning Gains of VCRs
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Incremental Progress Relative to Closing Schools

The second reference point consists of the performance of CRM schools relative to the
schools they replaced. The baseline of comparison for both groups is the matched VCR who
never enrolled in either the Closing or the CRM schools. Students enrolled in the Closing
school in the year prior to the opening of the respective CRM school have significantly weaker
growth than students in other TPS schools. Specifically, Closing school students experience
63 fewer days of learning in reading and 86 fewer days of learning in math when compared to
students in non-CRM schools. On the antipode, students in CRM schools make comparable
academic growth to non-CRM students. Those differences in learning gains are not
statistically significant.

Figure 4: Learning Gains of CRM and Closing School Students Benchmarked Against Learning
Gains of VCR Students Not in Closing Schools-Overall
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Next, we present this comparison separately for Louisiana and for Tennessee. In Figure 5, we
compare CRM to Closing schools in New Orleans. The baseline of comparison here is the VCR
peer In New Orleans who did not attend a Closing school or a CRM school. Students enrolled
in Closing schools in New Orleans in the year prior to the opening of CRM schools have
significantly weaker growth than their matched peers the same year in New Orleans. Closing
school students in New Orleans experience 97 fewer days of learning in reading and 148 fewer
days of learning in math when compared to students in the other TPS. In contrast, students in
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CRM schools in New Orleans make comparable academic growth to their VCR peers in New
Orleans. Those differences in learning gains are not statistically significant. The head-to-head
comparison of Closing school student gains to CRM school student gains is statistically
significant.

Figure 5: Learning Gains of CRM and Closing School Students Benchmarked Against Learning
Gains of VCR Students Not in Closing Schools-NOLA
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In Figure 6, we compare annual academic learning in CRM schools to the final year pre-CRM
performance of Closing schools in Tennessee. The baseline of comparison here is the VCR
peers in Tennessee who attended neither a Closing school nor a CRM school. Students
enrolled in Closing schools in Tennessee in the year prior to the opening of CRM schools have
significantly weaker growth than peer students in the comparison schools in Tennessee.
Closing school students in Tennessee have 40 fewer days of learning in reading and 46 fewer
days of learning in math when compared to students in the other TPS in Tennessee. On the
antipode, students in CRM schools in Tennessee achieve similar academic growth to identical
students in non-CRM schools in Tennessee. Those differences in learning gains are not
statistically significant but the difference between Closing and CRM performance is
significant.
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Figure 6: Learning Gains of CRM and Closing School Students Benchmarked Against Learning
Gains of VCR Students Not in Closing Schools-Tennessee

05 29

§ .00

2 .00 0

g

IS S

s, 3

S -05 29 3

3 2

S S

= Q

S

S -10 ' 57
~15 -86

CRM Schools Closing Schools

B Reading M Math

* Significant at p <0.05 ** Significant at p <0.01

Performance Targets

The Charter Restart Model set high performance goals for the turnaround schools. CRM
schools were expected to perform at the top 33 and 25 percent of New Orleans and
Tennessee schools, respectively. To achieve those results, schools would need to create
annual school growth effects in each subject the size of 0.1 standard deviations on average,
which translates to about 53 additional days of learning per year. The results presented
above show that these levels of academic progress were not met. Still, the CRM schools’
ranking might increase if other schools declined, so the investigation is still warranted.

For this analysis, we use the average achievement levels, not annual progress, to assess the
ranking position of CRM schools in their respective states. For comparative purposes, the
average achievement of schools are ranked from best to worst each year and their rank order
is transformed into percentiles. A school whose achievement is at the 50" percentile has
achievement equivalent to the average for the entire state, whereas a school with a percentile
rank of 75 outperforms 75 percent of the other schools in the state. Below, we discuss the
aspirational performance standard for achievement in the CRM schools.

In Table 14 we show how many CRM schools reached the intended performance target in
terms of average achievement in each subject in the last year of our study. The last year of
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study for New Orleans is the school year 2015-16, and the last year of study for Tennessee is
the school year 2014-15°. From a total of 19 schools, three reached the performance target for
mathematics and two did the same in reading.

Table 14: Number of CRM Schools Reaching the Performance Targets
Top 33 Top 33 Top 25 Top 25 Top 25

percentof  percentof percentof percentof percentof

schools in schoolsin schoolsin schoolsin schoolsin

LA in 2015- NOLA in TNin2014- Memphisin Nashvillein
2015-16 15 2014-15 2014-15

Mathematics

Reading

In Table 15 we compare the achievement of students in the Closing schools to the
achievement of all students in Louisiana and Tennessee, respectively. Compared to the
respective state, the average achievement level in reading of students in the Closing schools
was at the 21st percentile and the average achievement level in math of students in the
Closing schools was at the 22nd percentile. We also compare the achievement of students in
CRM schools to the achievement of all students in Louisiana and Tennessee, respectively.
Compared to the respective state, the average achievement level in reading of students in the
CRM schools is at the 29th percentile and the average achievement level in math of students
in the CRM schools is at the 33rd percentile. These figures show that the overall achievement
of students in the CRM schools is higher than that of student in the Closing schools in both
subjects.

® The State of Tennessee didn’t provide standardized tests in the school year 2015-16.
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Table 15: Achievement of CRM and Closing Schools-Overall

Average Achievement

Mathematics  Reading
CRM Schools
Percentile
Closing Schools

Percentile

In Table 16 we present the comparison of the achievement of students in the Closing schools
and CRM schools, limiting the view to just NOLA CRM schools. Compared to state averages,
the average achievement level in reading of students in the Closing schools was at the 26th
percentile. The average achievement level in math of students in the Closing schools was also
at the 26th percentile. Next, we compare the average achievement of CRM schools in New
Orleans to the achievement of other schools in Louisiana. The average achievement level in
reading for CRM students is at the 32nd percentile and the average achievement level in math
for CRM students is at the 35th percentile. The overall achievement of students in the CRM
schools is higher than that of students in the Closing schools in both reading and math.

Table 16: Achievement of CRM and Closing Schools-NOLA

Average Achievement
Mathematics  Reading
CRM Schools

Percentile

Closing Schools

Percentile
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In Table 17 we compare the achievement of students in the Closing schools in Tennessee to
the achievement of all students in Tennessee. Compared to state averages, the average
achievement level in reading of students in the Closing schools is at the 16th percentile. The
average achievement level in math of students in the Closing schools is at the 18th percentile.
We also compare the average achievement of CRM schools in Memphis/Nashville to the
achievement of other schools in Tennessee. Compared to state averages, the average
achievement level in reading of CRM students is at the 21st percentile and the average
achievement level in math of CRM students is at the 25th percentile. The overall achievement
of students in the CRM schools is higher than that of student in the Closing schools in both
reading and math.

Table 17: Achievement of CRM and Closing Schools-Tennessee

Average Achievement
Mathematics  Reading
CRM Schools

Percentile

Closing Schools

Percentile

While the ultimate target of the CRM was elusive - few schools hit performance targets in
either subject, and no school hit targets in both - Tables 13 - 15 shows that significant
progress was made in CRM schools relative to Closing schools.
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Impact by Student Subgroups

In this section we discuss how the CRM affected different subgroups of the student
population. Our analysis here focuses on student subgroups across locations. In Appendix B
the interested reader can find a discussion of the impact of CRM on different subgroups in
New Orleans, while a similar discussion focusing on Tennessee can be found in Appendix C.

CRM School Impact by Race/Ethnicity

It is important to consider how the CRM affects students in different subgroups. The
effectiveness of the CRM across different racial groups is particularly important given the
proportion of CRM schools that enrolled significant proportions of historically underserved
students. The impact of CRM schools on the academic gains of black and Hispanic students is
shown below.

For each student subgroup, we show two related comparisons. First, the following figures
display the growth of CRM students and their VCR twins in the particular subgroup of interest
compared to the growth of the “average white VCR student”. In this comparison, the VCR
comparison student is a white male;, does not qualify for subsidized school meals, special
education services or English language learner support; and is not repeating his current
grade. The figure sets the performance of the average white VCR student to zero and shows
how learning of students in the subgroup of interest compares. Stars indicate the level of
statistical significance: no stars indicates that we cannot reject the hypothesis that the
learning gains of the subgroup under consideration are similar to those of the white VCR
comparison student. If there is no difference in the learning gains, the bar would be missing
entirely; if the learning of the student group in question is not as great as the comparison
baseline, the bar is negative; and if the learning gains exceed the comparison, the bar is
positive.

The figures also display a second comparison. This second comparison tests whether the
learning gains by subgroup students attending CRM schools differ significantly from their VCR
peers in the same student subgroup. By examining the differences between CRM and non-
CRM students in the subgroup of interest, we can understand the degree to which CRM
schools impacted learning for the subgroup under consideration relative to learning for
students in that same that subgroup who were not included in the CRM intervention..

Figure 7 shows the academic gains of black students compared to that of white VCR peers
(who attended non-CRM schools). The figure reveals that black students in both school
settings have significantly weaker academic growth in reading when compared to their
average white VCR peers. Black VCR peers exhibit 86 fewer days of learning in reading and
math gains are not materially different from the average white VCR peer. The differences in
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reading compared to white VCR peers are statistically significant, whereas the math
comparisons are not. The performance differences between black students in CRM versus
non-CRM schools is not significantly different for either subject; black students fare the same
regardless of attending a CRM school or a non-CRM school.

Figure 7: Learning Gains of Black Students Benchmarked Against Learning Gains of White VCR
Students-Overall
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Academic progress for Hispanic students differs markedly from their black peers. Results for
Hispanic students are displayed in Figure 5. The Hispanic VCR peers enrolled in non-CRM
schools have stronger academic gains in math and no significant difference in reading than
their white VCR peers. Compared to white VCRs, Hispanic students in non-CRM schools
experienced 143 additional days of learning in math. (Please note that the translation to days
of learning becomes problematic at this level of impact, so the actual number of days may be
slightly less, but would still be dramatically more days of learning than the white VCR
benchmark.) In contrast, Hispanic students attending CRM schools have similar academic
gains in math and reading as their white VCR peers: despite the apparent size of the impact,
these results are not statistically significant.
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Figure 8: Learning Gains of Hispanic Students Benchmarked Against Learning Gains of White
VCR Peers-Overall
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When Hispanic CRM students are compared directly to Hispanic non-CRM students, the
difference is positive and significant for reading, amounting to 97 additional days of learning
per year for Hispanic CRM students. The difference in math growth for Hispanic students was
not significantly different between the CRM and non-CRM schools.

To summarize the overall race/ethnicity analyses, black students in both CRM schools and
non-CRM schools make smaller annual academic gains than the average white TPS student in
reading. Hispanic VCR peers post higher gains in math. Hispanic CRM students make
equivalent gains as their white VCR peers in both subjects. When the focus shifts to
comparing the results of CRM versus non-CRM students within demographic subgroups, black
CRM students make similar gains as their black VCR peers in math and reading. Hispanic VCR
peers have significantly stronger academic gains in reading than Hispanic CRM students, but
the difference in math gains is not statistically significant.

CRM School Impact with Students in Poverty

It is common for charter school operators to expressly aim to improve educational outcomes
for traditionally underserved students, especially for students in poverty. CREDO’s 2013
National Charter Study found that students in poverty comprise 53 percent of the national
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charter school population.® In New Orleans and Tennessee, 84 and 87 percent’, respectively,
of CRM students are eligible for subsidized school meals, a proxy for low income households.
The annual academic gains for students in poverty are another area of strong concern and
focus in this evaluation.

Figure 9 shows that free/reduced price lunch-eligible VCR peer students have weaker
academic growth in reading when compared to the average white VCR students who are not
in poverty. We can also see that free/reduced price lunch-eligible student peers in non-CRM
schools have academic growth in math comparable to that of free/reduced price lunch-
eligible CRM students. White VCR students in poverty exhibit 29 fewer days of learning in
math and 51 fewer days of learning in reading. CRM students in poverty experience 29 fewer
days of learning in math and reading gains that are not statistically significantly different than
their white VCR benchmark peers.

® See Cremata, Edward, D. Davis, K. Dickey, K. Lawyer, Y. Negassi, M. Raymond and J.Woodworth.
National Charter School Study 2013 (2013). https://credo.stanford.edu/documents/
NCSS%202013%20Final%20Draft.pdf

’ Based on enrollment and demographic information available on the websites of the Louisiana and
Tennessee Department of Education.
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Figure 9: Learning Gains of Poverty Students Benchmarked Against Learning Gains of White
VCR Students-Overall

.05 29
>
(=
< .00 0
3
o =
S o]
2 .05 29 o
s B
%)
< =
~ Q
S
S
(e}
& -.10 09+ -57
-15 -86

VCR Students in Poverty CRM Students in Poverty

H Reading M Math
* Significant at p <0.05 ** Significant at p<0.01

When the learning of free/reduced price lunch-eligible students enrolled in CRM schools is
compared to that of free/reduced price lunch-eligible students enrolled in non-CRM schools,
the results reveal that CRM students in poverty perform at the same levels as their non-CRM
peers in reading. In math, CRM students in poverty outpace their non-CRM peers by 29 days of
learning. Since students in poverty account for the majority of the CRM population, these
findings help to explain a substantial portion of the overall performance of CRM schools.

CRM School Impact with Special Education Students

Because of the differences in individual needs, comparing the outcomes of special education
students is challenging, regardless of where they enroll. Ideally, we would compare students
with the same Individualized Education Plan (IEP) designation, matching for IEP designation
along with our other matching variables. That approach faces real challenges, however,
because of the large number of possible designations. Applying the finer distinction leads to
very small numbers of cases that match between CRM schools and their feeder schools, which
hinders the analysis. To obtain any estimates of CRM school impacts for students with special
education needs, it is necessary to aggregate across all IEP categories. It is important to
consider this when viewing the results.
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In Figure 10, the baseline for comparison is the non-CRM VCR peer who is not receiving special
education services. Special education students enrolled in both CRM and non-CRM schools
alike have significantly weaker academic growth in both subjects than the benchmark VCR
peer who does not receive special education services. Students in special education
programs in non-CRM school settings experience 143 fewer days of learning in reading and
165 fewer days of learning in math when compared to their non-special education peers. A
special education student in a CRM school also makes less progress than the benchmark VCR
peer, amounting to 171 fewer days of learning in reading and 131 fewer days of learning in
math.

Figure 10: Learning Gains of Special Education Students Benchmarked against Learning gains
of VCR Students Not in Special Education-Overall
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In a head-to-head comparison of the academic gains of special education students, the
differences between the gains for special education students in CRM schools and non-CRM
schools are not statistically significant for either subject.

CRM School Impact with English Language Learners

There is a growing population of students enrolled in the public school systems in this study
with a first language other than English. Their present success in school is likely to affect their
progress later in life. The 2015 National Assessment of Education Progress (NAEP)
documented the gap in the academic performance between English language learners (ELL)
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and their English proficient peers, with ELL students having weaker performance.® Even
though the share of CRM students who are English language learners is only 5 and 2 percent
in New Orleans and Tennessee, respectively, these early analyses can provide important
baselines for comparisons over time.

The comparison student for Figure 11 is a VCR peer in a non-CRM school who is proficient in
the English language. English language learners in non-CRM schools show significantly
weaker growth per year than English-proficient students in math, amounting to a gap of 131
fewer days of learning. ELL students’ reading gains are equivalent to fluent English students
in non-CRM schools. The learning gap between CRM school students with an ELL designation
and the English fluent VCR benchmark is not statistically significant in either subject, despite
the size of the observed gains in the direct comparison. The gains in reading and math were
found to be equivalent across the CRM and non-CRM school settings.

Figure 11: Learning Gains of ELL Students Benchmarked Against Learning Gains for Non-ELL
VCR Students-Overall
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CRM School Impact by School Level
Charter schools often exercise their autonomy by choosing which grade levels to serve and
the configurations within which they serve those grade levels. For example, multi-level

® The Nation’s Report Card. (2016) 2015 Mathematics and Reading Assessments
http://www.nationsreportcard.gov/reading_math_2015/#mathematics/groups?grade=4
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charter schools serve grade ranges larger than the conventional elementary, middle or high
schools. Such a configuration might cover all grades or combine of middle and high school
grades. We determine a school’s grade range by using the designations for grade range
supplied for each school by the National Center for Education Statistics. This allows us to
disaggregate CRM school impacts for different grade spans.® This analysis examines the
outcomes of students enrolled in elementary, middle, high, and multi-level schools. The
results are shown in Figure 12 below.

Figure 12: Impact by School Level-Overall
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On average, CRM students see similar growth as their VCR counterparts in both reading and
math at all levels except in multi-level schools. CRM students in multi-level schools show
weaker growth in both reading and math compared to their VCR peers in non-CRM settings.
This translates to 251 fewer days of learning in reading and 211 fewer days of learning in
math.

°® CREDO does not assign school levels, but rather retains school levels that are assigned to schools by
the National Center for Education Statistics (NCES). The sole exception is that CREDO considers a
school to be a high school if the lowest grade served is ninth grade or above. NCES requires a school to
serve 12th grade to be classified as a high school.
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A Tale of Two Types of Turnaround

The aggregate findings regarding the CRM’s impact on student learning mask important
insights. The Charter Restart Model permitted two types of turnarounds: fresh start and full
turnaround charter schools. Fresh start schools commence their operation with a single
grade and grow over time. Students attending Closing schools cannot enroll in fresh start
charter schools when the new schools start by serving a grade lower than the grades students
in the Closing school rise into. Full turnaround charter schools commence their operation
with as many grades as the Closing school served.

This section consists of four subsections. The first subsection presents the average
demographic profile of each type of turnaround. The second section reports the baseline
achievement of students enrolling in the two types of turnaround in their first year of
operation. In the third section, we present different impacts for students attending each type
of turnaround. Lastly, in the fourth section, we show how the two types of turnaround grow
over time.

Demographic Profile of Each Type of Turnaround

Table 18 shows the average percentage of each demographic group of students in each type
of turnaround. The difference in the percentage of black students in the two types of CRM
schools is primarily driven by one full turnaround CRM school with high enrollment and low
percentage of black students (between 54 and 58 percent). The rest of the CRM schools report
above 90 percent of black students. Additionally, full turnarounds had a higher percentage of
Hispanic and English language learners. The percentages of students who are eligible for
free/reduced-price lunch and the students receiving special education services are
comparable between the two types of CRM schools.

Table 18: Demographics of two types of turnaround

Black 95% 89%
Hispanic 3% 6%
Free/Reduced-Priced 86% 88%
Lunch
English Language. 3% 7%
Learner
Special Education Status 13% 13%
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Starting Positions of Each Type of Turnaround

Policy discussions benefit from an understanding of whether different turnaround
approaches yield different improvements in test scores. To answer that question, we first
must compare the incoming students served by the two types of restarts. Examining potential
differences in students’ educational preparation as they enter a CRM school is one important
consideration in parsing CRM schools’ performance.

Table 19 below shows students’ average state standardized achievement scores in the year
before CRM enrollment. To ensure fair comparisons, we also distinguish whether prior
achievement was the result of attending the Closing school. Full school turnarounds in their
first year of operation had some students carry over from the Closing schools (Persisters) and
some students who enrolled from other settings (New Entrants). Because fresh start schools
open with only their entry grade, all their students are New Entrants. Implementation study
findings suggest that these distinctions may be important: non-academic influences from the
Closing school were reported to carry over into the restart environment.

Table 19: Comparison of Starting Position for Persisters and New Entrants-Overall
Math Reading

onifi onifi
Significant Fresh Eull Significant

Fresh Full
= - Difference Difference

Persisters

New Entrants

All attendees

Note: 1,*, ** indicate significance at the 10, 5, and 1 percent level.
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Table 20: Comparison of Starting Position for Persisters and New Entrants-New Orleans
Math Reading

Significant Significant
Fresh Full g Fresh Full g
Difference Difference

Persisters
New Entrants

All attendees

Note: 1,*, ** indicate significance at the 10, 5, and 1 percent level.

Table 21: Comparison of Starting Position for Persisters and New Entrants-Tennessee
Math Reading

Difference Difference
Fresh Full Fresh Full
p-value p-value

Persisters

New Entrants

All attendees

Note: 1,*, ** indicate significance at the 10, 5, and 1 percent level.

Comparing the baseline achievement in fresh start schools and full turnarounds, the overall
results (New Orleans and Tennessee combined) indicate that students who enrolled in a fresh
start school had a statistically significant higher starting achievement in mathematics and
statistically equivalent baseline achievement in reading, compared to students in a full
turnarounds. Additionally the starting achievement for New Entrants was higher than that of
Persisters in full turnarounds.

Considering New Orleans and Tennessee separately (see Tables 20 and 21), we find that fresh
start schools had higher baselines in both subjects compared to full turnarounds. These
differences were driven to a great extent by the lower achievement of Persister students
compared to New Entrants. The difference in baseline achievement in reading of students
attending fresh starts and full turnaround schools across locations is statistically significant.
At the same time, the difference in baseline achievement in math of students attending fresh
starts and full school turnarounds is statistically significant only in Tennessee.
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Comparison of impact in fresh start and full turnaround CRM schools

The ultimate question concerning fresh starts and full turnarounds is whether they produce
different results for students. In Figure 13, we show estimated annual average growth for all
CRM students in New Orleans and Tennessee in the two types of CRM schools, holding
constant potential influences due to race, gender, free/reduced price lunch eligibility, and
special education status. We find that the fresh start charter schools are associated with
higher average annual academic growth in both mathematics and reading compared to the
full turnaround charter schools. The difference in the estimated effects between the two
types of CRM school in both subjects is statistically significant at a confidence level of 10
percent.

Figure 13: Learning Gains of CRM Students Benchmarked Against Learning Gains of VCR
Students-Overall
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In Figure 13, we present learning gains for fresh start and full school turnaround students. The
baseline for comparison here is the gain realized by VCR peers in non-CRM schools. CRM
students in fresh starts experience 51 additional days of learning in reading and the same
amount in math when compared to their VCR peers, though only the difference in reading is
statistically significant. Students in a full turnaround CRM schools make progress that is
statistically indistinguishable from their VCR peers.
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Next, we compare fresh start gains compared to full turnaround gains. In both reading and
math, students in fresh start CRM schools exhibit stronger academic growth than students in
full turnaround CRM schools, although the differences in learning gains are statistically
significant only at the .10 level. Fresh start CRM students experience the equivalent of 57
more days of learning in reading as compared to students in full turnaround CRM schools. In
math, students in fresh start CRM schools show stronger academic gains than their full school
turnaround CRM peers. Compared to full turnaround CRM students, fresh start CRM students
experience 80 additional days of learning in math.

These aggregate findings remain consistent when examining New Orleans and Tennessee
separately. Figure 14 presents the findings for New Orleans, using VCR peer gains as the
benchmark. Students enrolled in fresh start CRM schools in New Orleans have stronger
academic growth than their non-CRM peers in reading. CRM students in fresh starts in New
Orleans experience 120 additional days of learning in reading and comparable growth in
math. A student in a full turnaround CRM school in New Orleans makes similar progress in
math as compared to a matched peer VCR in schools that did not participate in the CRM.
When the fresh start gains are compared directly to the full school turnaround impacts, the
difference in reading is substantial and statistically significant: fresh start students gain 131
extra days of learning in reading over full turnaround students. The difference in math gains
was not statistically significant.
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Figure 14: Learning Gains of CRM Students Benchmarked Against Learning Gains of VCR
Students-NOLA
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The comparison of fresh starts to full turnarounds in Tennessee yielded more muted results
(see Figure 15). Here, the baseline for comparison is the typical gain for VCR peers in non-CRM
schools in Tennessee. Progress in Tennessee fresh start schools does not differ significantly
from the gains realized by VCR peers in either reading or math. Full turnaround students post
similar reading gains, but have significantly lower gains in math than their VCR peers. The
difference in math gains amounts to 68 fewer days of learning in math than VCR peers in non-
CRM schools in Tennessee. The head-to-head comparison of fresh start gains against full
turnaround gains produce insignificant differences in reading, but large and statistically
significant differences in math. Students in Tennessee fresh start schools gain 97 extra days of
learning compared to their CRM full school turnaround peers.
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Figure 15: Learning Gains of CRM Students Benchmarked Against Learning Gains of VCR
Students-Tennessee
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Academic growth of Fresh Start and Full Turnaround CRM schools over time

In this section we discuss how the average academic growth of students in the two types of
turnaround evolves over time. We start by discussing overall patterns between fresh start and
full turnaround CRM schools across locations. Next, we drill down into New Orleans and
Tennessee separately.

Figure 16 shows estimated growth in math over time for the two types of CRM schools. Fresh
start CRM schools exhibit higher growth effects in math for the first through fourth years of
operation compared to full school turnarounds. Only a single fresh start school opened in
2011-12, so data on fifth-year fresh starts comes from that school alone.
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Figure 16: Estimated growth effects in Math for each year of operation-Overall
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Figure 17 below shows estimated growth in reading over time for the two types of CRM
schools. Excluding the data point for the fifth year of operation for fresh starts, which consists
of a single school, fresh starts exhibit higher growth effects in reading for the first through the
fourth year of operation compared to full turnaround schools. Note that fresh start students
entered their CRM schools with much weaker reading scores compared to those students
entering full turnarounds, but that fresh start schools close this gap within one year of
operation.
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Figure 17: Estimated growth effects in Reading for each year of operation-Overall
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Figure 18 below shows estimated academic growth in mathematics over time for the two
types of CRM schools in New Orleans. Both types of CRM schools exhibit similar trends in
math gains over time. Similar to the overall picture, fresh starts exhibit higher growth effects
in mathematics for the first through the fourth year of operation compared to full turnaround
CRM schools.
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Figure 18: Estimated growth effects in Math for each year of operation-NOLA
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Figure 19 below shows estimated academic growth in reading over time for the two types of
CRM schools in New Orleans. Fresh start CRM schools exhibit a downward trend in reading
growth over time, while the academic growth of full turnaround CRM schools exhibits no
apparent change. Similar to the overall picture, fresh starts exhibit higher growth effects in
mathematics for the first through the fourth year of operation compared to full turnaround
charter schools.
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Figure 19: Estimated growth effects in Reading for each year of operation-NOLA

.80 228
.70
\ 171
.60
.50 \ 114
40
[ )
\ 57

. \ 0
NG

.10
g B
.00
1 2 3 4 S)

-.10 : -114
Year of Operation

Days of Learning

Growth (in standard deviations)

—@—Fresh =@=Full

Figure 20 below shows estimated academic growth in mathematics over time for the two
types of CRM schools in Tennessee. Fresh starts exhibit higher growth in mathematics for the
first and third year of operation compared to full school turnarounds, while full school
turnarounds exhibit a concave shaped academic growth curve over time with a spike -
overtaking the fresh starts- in the second year of operation.
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Figure 20: Estimated growth effects in Math for each year of operation-Tennessee
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Figure 21 below shows estimated academic growth in reading over time for the two types of
CRM schools in Tennessee. Fresh starts exhibit higher growth in reading for the first and third
year of operation compared to full turnaround charter schools, with a higher increase in the
third than the second year of operation. Full school turnarounds exhibit a spike -overtaking
the Fresh Starts - in their second year of operation and remain at that level in the third year of
operation.
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Figure 21: Estimated growth effects in Reading for each year of operation-Tennessee
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To summarize, we find that fresh start CRM schools exhibit higher average academic growth
than full turnaround CRM schools across both locations. At the same time, students’ starting
learning positions in reading and math are higher in fresh start CRM schools in both New
Orleans and Tennessee, suggesting that starting endowments could have an influence on
these results. When we combined data from New Orleans and Tennessee we find that the
starting academic level of students in fresh start schools was weaker in reading than the
starting level of students in full school turnarounds. Still, we observed comparable academic
growth between the two types of CRM school in the first year of operation. When we look at
differences between academic growth in the two types of CRM schools over time, we see that
fresh start CRM schools exhibit higher average academic growth than full turnaround CRM
schools from the first through the fourth year of operation in both subjects. Looking at
patterns across location, we see that the gap between the two types of CRM school increased
in both subjects in the middle years of operation and decreased later on.
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Operational Factors and Student Impact

This section combines qualitative observations with quantitative outcomes in order to
enhance our insight about what distinguishes student performance differences across
schools. We identified a number of school- and CMO-level operational factors that were
studied over the course of the evaluation and are plausibly associated with student
outcomes. After transforming the qualitative data on the operational attributes to numeric
form, we estimated the degree of association with academic growth in reading and math.
Finally, we focused deeply on how the two types of CRM schools, namely fresh starts and full
turnarounds, differ in terms of the studied operational factors.

We should stress that our data is not adequate to conduct a full study of causality for the
operational factors under consideration. To perform such an analysis, we would need annual
collection of all the qualitative data for many schools and sufficient numbers of observations
to be able to see changes in the values of the qualitative factors over time, which could then
be used to map rigorously with student outcomes from year to year and school to school.
The small number of schools and the timing of qualitative data collection prevented such an
undertaking in this study. Instead, we can only see how operational factors - measured at the
school or CMO level as a composite value - vary with the differences in student performance
across schools. While not as robust as a full causal inquiry, the resulting associations are both
compelling and pertinent.

Each school experiences operational challenges. Table 22 shows a list of factors relating to
school operation and potentially associated with student outcomes. Tables 26, 27, and 28
include brief descriptions of each operational factor.

Table 22: Operational Factors

Charter School Growth Physical Location Move Principal Turnover
Fund grants

Local CMO Facility Index Principal Performance
Contract
Strategic Plan Co-Location with Closing ~ Principal CMO Review
School

Academic Committeeon  Grade Match with Flagship
Board School
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Board Expertise Parent/Community
Engagement named as key
challenge

Board Activity
Board Engagement
Board Training
Governance Index

Lagged Average
Achievement of Flagship
School in Reading

Lagged Average
Achievement of Flagship
School in Mathematics

Table 23 presents findings for the complete sample of schools regarding operational factors
related to school site, physical plant, and location. We do not find any statistically significant
association between any of these factors and academic growth in either math or reading.
This is due in part to the fact that later cohorts of turnaround schools could only provide a
limited window of study for the evaluation.

Table 23: Operational Factors relating to Site & Location and Student Outcomes

Math Growth Reading Growth
Days of Effec Days of
learning t learning

Effect
Location Move
Facility Quality

Co-location with Closing School

Grade Match with Flagship School

Community Engagement Named
as a key challenge
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Table 24 below shows how the operational factors relating to CMO endowments are
associated with student outcomes for the entire sample of schools. We do not see a
statistically significant association between the operational factors related to CMO
endowments and student outcomes, with the exception of Board Activity. Board Activity is
defined by number of board meetings held per year. Its association with student learning is
negative and significant at the .10 level, perhaps because boards of struggling schools feel the
need to meet more frequently. Having an additional board meeting in a given year is
associated with 205 fewer days of learning for each student on average in reading and 245
fewer days of learning for each student on average in math. Fresh start schools had less
frequent board meetings compared to full school turnarounds.

Table 24: Operational Factors Relating to CMO Endowments and Student Outcomes
Math Growth Reading Growth
Effect Days_of Effect Days_of
learning learning
Charter
School
Growth Fund

Grant
Local CMO 0.3t 171 0.27%1 154

Lagged
Performance
of Flagship 0.08 46
Schoolin
Reading
Lagged
Performance
of Flagship 0.19 108
Schoolin
Mathematics

0.04 23 0.16 91

Strategic
Plan

-0.02 -11 0.09 51

Academic
Committee -0.12 -68 -0.97 -553
on Board

Governance
Index

Board
Expertise

-0.06 -34 -0.75 -428

0.42 239 0.23 131

credo.stanford.edu 68



Board

0. 24 0. 2
sy 0.43t 5 0.36t 05
Beai 0.82 467 0.74 422
Engagement
Beaia -0.41 -234 -0.29 -165

Training
Note: T indicates significance at the 10 percent confidence level.

Table 25 shows how the operational factors relating to Human Capital are associated with
student outcomes across the entire set of CRM schools. We do not see a statistically
significant association between the operational factors relating to Human Capital and
student outcomes, with the exception of a negative association of Principal Turnover with
growth in math. According to data described in the Implementation analysis, eleven CRM
schools experience at least one leadership turnover during the course of the evaluation.
Having a principal turn over in a given year is associated with 188 fewer days of learning in
math for each student on average. The significant and negative association of principal
turnover with student math outcomes speaks to the importance of school leadership stability
to student success.

Table 25: Operational Factors relating to Human Capital and Student Outcomes
Math Growth Reading Growth

Days.of Effect Days.of

learning learning

Effect

Principal
Turnover

Performance
Contract

Principal
CMO Review

Note: * indicates significance at the 5 percent confidence level.

Operational Factors in Fresh Start and Full Turnaround CRM schools

Guided by the distinct difference in outcomes for fresh start and full turnaround schools, we
wondered if a deeper story might emerge by examining the influence of operational factors
separately for the two intervention strategies. We were hindered in our inquiry, however, by
the very small samples in each group, so were only able to examine whether the operational
factors appeared equally in the two groups of schools. In the following tables, we present the
analytic results of the pattern of operational factors across the two types of turnaround.
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Conceptually, we expect that some factors facilitate school operation, while others hinder it.
By comparing the average values of the constructed measure associated with each factor
between fresh starts and full school turnarounds, we are able to deduce the extent to which
one or other type experienced additional operational challenges. Table 26 presents the
average value of each operational factor related to Site & Location for each type of
turnaround.

Table 26: Operational Factors relating to Site & Location in Each Type of Turnaround
Significant
Difference

Variable Type Scale Full Fresh
Mean SD Mean SD

Whether CRM school  0or1for
Location experience a phy;mal each. 005 022 017 0.38

Move relocationinagiven  schoolin
year. each year
Between

land5

Facili I f ity of
acility ndexofqualityof ¢ o h 315 049 334 034 f

Index physical plant. .
school in
each year

@orlelecidlon Whether CRM school  0or1for
W@ el co-located with its each 0.08 0.28 0.39 0.5 *
School closing. school

€lzlel= Epes Whether CRM school

with serves same grades Oor1 for
Flagshlp as CMO’s ﬂagSh|p Sif\(c):l 0.21 041 0.61 0.5
School school
Community Whether CRM schools 0or1for
Ensasement report family and/or each
agsi’ ke community «choolin 091 0.29 0.76 0.44
. engagement as a key
challenge each year
challenge.

Note: 1,*, ** mean significance at the 10, 5, and 1 percent, respectively.

Table 26 reveals that fresh start CRM schools have significantly different incidences of Site
and Location factors than full turnaround CRM schools. Co-location of the CRM school and
the Closing school is significantly more likely for fresh start than for full turnaround CRM
schools, which makes sense given than full turnarounds assume responsibility for all Closing
school grades at opening, so the Closing school ceases to exist at the opening of the CRM full
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turnaround. Having a grade match between the CRM school and the Flagship school is found
to be more likely for fresh start than for full turnaround CRM schools, as indicated by the
higher mean value of the respective variable in the former rather than the latter type of CRM
schools. Facility index, a variable measuring facility quality, has a higher mean in fresh starts
than in full turnarounds, suggesting higher facility quality in the latter rather than the former,
although the difference in the average values is significant only at the ten percent confidence
level. Two factors were found to have no significant difference across the two types of CRM
school: both types had high likelihood to report challenges with Community Engagement
each year, and despite higher prevalence of Physical Location Moves for fresh start schools,
this difference is not statistically significant.

Table 27 below shows the average value of each operational factor related to CMO
Endowments for each type of turnaround. Receiving a Charter School Growth Fund grant is
more likely for a fresh start CRM school than it is for a full turnaround CRM school, and the
difference in likelihood is statistically significant. Fresh start CRM schools are also
significantly more likely to belong to a local CMO than full turnaround CRM schools.

A number of the factors we examined concerned the role of governance in the CRM school
and CMO. We found significant differences in the strength of governance, as reflected in the
operational factors, between the two types of CRM schools. Overall, the analysis shows that
CRM schools pursuing full school turnarounds are more likely to have necessary expertise on
their boards, and to have boards that meet more regularly, than fresh start schools. Frequent
board meetings, captured by the Board Activity variable, are more likely in a full turnaround
than they are in a fresh start CRM school, although the difference in likelihood is significant
only at the .10 level. Interestingly, the Board Expertise variable, capturing whether core
professional areas of expertise are represented on the board, has a higher average in full
turnaround than in fresh start CRM schools, suggesting a better equipped board in the former
than the latter type of CRM schools.

But in areas of Board work targeted to ensuring that the CMOs and schools are focused and
directed in their operations, fresh start turnarounds have the stronger edge. Having a
strategic plan at the CMO or school level is significantly more likely in a fresh start CRM school
than in a full turnaround CRM school. Inclusion of a Board sub-committee for Academics was
significantly more likely in fresh start CRM schools than full turnarounds.
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Table 27: Operational Factors relating to CMO Endowments in Each Type of Turnaround

: Significant
Variable Type Scale Full Fresh Difference
Mean SD Mean SD
CSE?\Z)tjlr ilhedier €0 Oor1for
Growth recel\;:.;tCSGF each CMO 0.04 0.2 0.61 0.5
Fund & ’
Whether CMO’s
original
Headquarters
Local CMO are located in e;)c(;\rslc::)rol 0.88 0.33 1 0 *x
CRM school’s
city of
operation.
Lagged Average Average
student lagged z-
FEEIEIES performance in score of
fF hi . . -0.12 27 -0.2 .
of Flags .|p CMO’s flagship  studentsin 0 0 el 0
School in . .
: school in the Flagship
Reading .
previous year. School
Lagged Average Average
student lagged z-
FEEIEIES performance in score of
of Flagshlp CMO’s flagship  students in 0.03 0.27 -0.15 0.47
School in . .
: school in the Flagship
Mathematics .
previous year. School
Whether CRM
. school and/or
Strategic CMO has a Oorlfor = oo 04 1 0 "
Plan . . each school
strategic planin
place.
Whether the
Board of
Directors
Academic includes a sub- Oor1for
Committee committee 0.17 0.38 0.44 0.51 *
or. each school
on Board specifically
focused on
academic
performance.
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Between 1

and 4 for
each school;
Governance Composite Sum of
SN P Board 265 05 252 029
Index variable. .
Expertise,
Activity,
Engagement,
Training
Whether core
o Mot eetweeno
. . and 1 for 0.74 0.19 0.62 0.09 *x
Expertise expertise are
each school
represented on
the board.
Board ;rsgtlijre\ nsf 3i/noz;c Between 0
= . & andifor 065 025 056 021 t
Activity given year (max
. each school
is12).
Board Attendance Between 0
percentage in and 1 for 0.8 011 0.79 0.13
Engagement .
meetings. each school
Whether board
members
receive
Board tr;:?nnt:\t:\(ZI?or Between 0
s o goin andlfor 052 025 055 0.14
& going each school

training in best
practices for
good
governance.
Note: 1,*, ** mean significance at the 10, 5, and 1 percent, respectively.

credo.stanford.edu 73



Table 28: Operational Factors relating to Human Capital in Each Type of Turnaround
Significant
Difference

Variable Type Full Fresh
Mean SD Mean SD

Oorl
Leadership change at foreach

Principal CRM school in any school 0.1 031 0.06 0.24
Turnover . .
given year. in each
year
Whether a principal 0,0.5 or
Performance was contractually 1for
accountable to 0.63 0.24 0.61 0.37
Contract each
student performance
school
goals.
Principal CMOs regularly 0’101;iror
inci .84 2 .94 1 *
CMO Review evaluated principal cach 0.84 0.29 0.94 0.16
performance.
school

Note: 1,*, ** mean significance at the 10, 5, and 1 percent, respectively.

Table 28 shows the average values of each operational factor relating to Human Capital for
each type of turnaround. Having a formal performance review of the principal by the CMO
was the only factor that significantly differs between fresh starts and full turnarounds; it is
slightly more likely in fresh start CRM schools than in full turnaround CRM schools. The other
Human Capital factors -- incidence of principal turnover or the presence of a principal
performance contract, were equally likely in both types of schools.

To summarize, we have explored the statistical association between a series of variables
relating to operational factors. Few of these factors were found to be significantly associated
with student outcomes. Having a local CMO seems to be positively associated with academic
growth, while board activity and the event of principal turnover are found to be negatively
associated with academic growth. Additionally, when we combined these findings with the
differences in the studied operational factors between the two types of turnaround, we found
that board activity, which is negatively associated with student outcomes, also had a lower
average value in fresh start CRM schools. Given that fresh start CRM schools on average
performed better than full turnarounds, this finding suggests that the boards of struggling
schools feel the need to meet more frequently.
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Differences in Implementation Quality

This section introduces a measure of implementation quality and examines its association
with student outcomes. The Performance Management Organization (PMO) rubric is tool that
allows us to create a composite index of implementation quality, constructed from responses
to interview questions designed to elicit information on an array of organizational practices a
priori believed to be associated with higher student outcomes. Examples of factors measured
by the PMO index include school culture, professional development investment for teachers,
behavior management, and the practice(s) of continuous improvement. The interested
reader can learn more about the PMO’s construction and application in this study by visiting
the Evaluation of Scaling the New Orleans Charter Restart Model website.

Scores on the PMO range from zero to 400 points, which map to a rubric that assesses the
developmental sophistication of a school’s operations in various operational areas. Table 29
shows the average PMO score for the schools in our study. We also present PMO scores
separately for fresh starts and full turnarounds. Fresh starts have a higher PMO scores on
average, suggesting a more pronounced adoption of organizational best practices.

Table 29: Differences in Implementation Quality between Fresh Start and Full Turnaround
CRM schools

All Schools FEIENENRS Full Significant
Turnarounds Difference

Note: T indicates significance at the 10 percent confidence level.

We next sought to ascertain the degree to which schools’ PMO scores were associated with
variation in student academic gains. We constructed a statistical model across all 19 schools
(New Orleans and Tennessee combined) and extended our Impact analysis to consider the
influence of operational capacity as measured by the PMO. As shown in Table 30, the PMO
index is found to be significantly (at a 10 percent confidence level) and positively associated
with average school achievement and growth in reading across schools. An increase of one
hundred points on the 400-point PMO scale is associated with 291 additional days of learning
in Reading and 29 additional days of learning in Math for students in the CRM schools. The
PMO index is also positively associated with average school growth in mathematics, although
the estimated effect is not statistically significant.

Table 30 also shows regression coefficients of the PMO scores on student academic growth
for fresh start and full turnaround CRM schools. An increase of one increment on the PMO
scale is associated with 234 additional days of learning in reading and 17 additional days of
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learning in math for students in CRM full school turnarounds. An increase of one increment on
the PMO scale is associated with 274 additional days of learning in reading and 29 additional
days of learning in math for students in fresh start CRM schools. We also test the difference in
the estimated coefficients between fresh Restarts and full turnarounds. The PMO index is
more strongly associated with growth in reading for fresh starts than it is for full turnarounds,
as indicating by bigger estimated effects. The PMO’s role in explaining student academic
performance in math is not statistically significant for either type of CRM school.

Table 30: PMO Index and Student Outcomes
Significant
Full Difference
All Schools Fresh Restarts
Turnarounds  between Fresh

and Full
Math Growth

Days of
Learning

Significance

Reading
Growth

Days of
Learning

Significance

Note: T indicates significance at the 10 percent confidence level.
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Summary and Implications

The Charter Restart Model Theory of Action envisioned the creation of schools that would
transform from lowest 5 percent in their local school performance distributions to the top 33
and top 25 percent of schools in New Orleans and Tennessee, respectively. To reach this
ambitious goal, students in CRM schools would have needed to outperform their peers every
year by very large margins in order to move up in the distribution. The necessary trajectory of
gains provides the motivation for the Student impact analysis: if the CRM was successful,
students in the restart schools would grow academically faster than their peers in non-CRM
schools.

Our findings reveal that overall, the CRM schools are not different from the schools in their
local ecosystems and the ambitious performance targets were not met at the aggregate level.
When we look at school-level academic growth, we see that three of 13 schools in New
Orleans achieved the performance target in reading and two New Orleans CRM schools
achieved the performance target in math. No school in Tennessee achieved the performance
target in either subject. The CRM schools in both New Orleans and Tennessee were, however,
associated with significantly higher academic growth compared to the Closing schools they
replaced. Students in the Closing schools had significantly lower growth than similar VCR
comparison students in their areas. We find that even students who were ineligible to attend
a CRM school had academic growth comparable to that of similar students in non-CRM
schools, suggesting positive consequences from the closure of the Closing schools.

Further, the overall findings for the CRM schools in aggregate obscure important insights
regarding the two different approaches to school turnaround observed in this study: fresh
start schools grew one grade per year, while full school turnarounds assumed responsibility
for the full range of Closing school grades. Students in fresh start CRM schools have
significantly stronger academic growth in math and reading when compared to the students
in full turnaround CRM schools.

Although our findings in this study are based on student data from only 19 schools, we
believe they bear important implications. First of all, the scale of turnaround seems to be
associated with the likelihood of turnaround success. Our findings regarding fresh versus full
restart schools suggest that smaller units of turnaround (one grade per year, rather than an
entire school at once) may increase the likelihood of success. This raises a question of
whether more focused or limited-in-scale interventions would be even more effective. Fresh
start CRM schools started with fewer grades than full turnaround CRM schools and fresh
starts exhibited higher academic growth on average. Having said that, the fresh start
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approach should not be viewed as a silver bullet guaranteeing success, as close to half of the
CRM schools that had academic growth at or below zero were fresh start schools.

Further, organizational and business practices that improve operational rigor enable each
intervention strategy to reach a higher likelihood of success. In particular, leadership stability
is found to be significantly and positively associated with higher academic growth at the
school level. To a great extent, those factors facilitating school operation are either part of
the initial turnaround plan and/or are endowed to the schools by the operators. This suggests
that we can expect ripple effects of the initial school selection further downstream in
students’ academic growth. In fact, our Implementation study findings (discussed above),
including our measure of implementation quality (the Performance Management
Organization (PMO) rubric), shows exactly that. A slower ramp up in terms of operational
capacity is associated with weaker student growth, suggesting that it is hard to compensate
for poor starting positions.

Taken in total, these findings raise important policy questions regarding the viability of
scaling the CRM, and of the scale of turnaround intervention best poised to create learning
gains for students. Additional information and thinking is required to judge if the born costs
of school closure justify the reaped benefit to both CRM and non-CRM students.
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Appendix A: Description of evolvement of demographics of each CRM school

Here we discuss briefly the demographic profile of each CRM school in our study. We start
with the CRM schools in New Orleans. Joseph S. Clark Preparatory High School has been
demographically stable throughout our study in terms of racial composition. The percentage
of students eligible for free/reduced price lunch has also been stable at this school. Joseph S.
Clark Preparatory High School experienced an increase in both English-language learners and
special education students after its second year of operation in 2012-2013. Harriet Tubman
Charter School had a stable racial composition during our study with the exemption of the
last year, when we see a drop in the percentage of black students and an increase in the
percentage of Hispanic students. The percentage of students eligible for free/reduced price
lunch dropped in 2013-2014 but increased to previous levels the following year. Harriet
Tubman Charter School experienced an abrupt increase in both English-language learners
and special education students after its third year of operation (2013-2014). KIPP Believe
Primary has a stable racial composition during our study in terms of black and Hispanic
students. The percentage of students eligible for free/reduced price lunch dropped in 2013-
2014 but increased to previous levels in the following years. KIPP Believe Primary experienced
an increase in both English-language learners and special education students after its third
year of operation (2013-2014). McDonogh 42 Charter School had a stable racial composition
in its first two years of operation. In 2014-15 and 2015-16 we notice a decrease in the
percentage of black students and an increase in the percentage of Hispanic students. The
percentage of students eligible for free/reduced price lunch increased after the first year of
operation and remained high during the rest of the study period. McDonogh 42 Charter
School experienced an increase in both English-language learners and special education
students after its second year of operation (2013-2014).

Carver Collegiate had a stable racial composition during our study with a slight decrease in
the percentage of black students in 2015-16. The percentage of students eligible for
free/reduced price lunch decreased in 2015-16. Carver Collegiate experienced a slight
increase in English-language learners and a slight decrease in special education students
after its second year of operation (2013-2014). Carver Prep has some fluctuations in its racial
composition: the percentage of black students drops and the percentage of Hispanic
students increases after Carver Prep’s second year of operation. The percentage of students
eligible for free/reduced price lunch decreased after the first year of operation and took a dive
in 2014-15 before rebounding to previous levels in 2015-16. The percentage of English-
language learners increased almost fourfold after Carver Prep’s second year of operation
(2013-2014). Cohen College Prep had a stable racial composition during our study with the
exception of the last year of our study, when we see a drop in the percentage of black
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students and an increase in the percentage of Hispanic students. The percentage of students
eligible for free/reduced price lunch dropped in 2014-15 and 2015-16. Cohen College Prep
experienced an increase in both English-language learners and special education students
after its second year of operation (2013-2014). Joseph A. Craig Charter School had a relatively
stable racial composition during our study with the exception of the last year of our study,
when we see a slight drop in the percentage of black students and an increase in the
percentage of Hispanic students. The percentage of students eligible for free/reduced price
lunch decreased slightly after 2013-14. Joseph A. Craig Charter School experienced a spike in
special education students in its second year of operation (2013-2014).

Crescent Leadership Academy had a stable racial composition during our study in terms of
black and Hispanic students. The percentage of students eligible for free/reduced price lunch
plummeted in 2013-14 and increased well beyond its previous level in 2014-15 and 2015-16.
Crescent Leadership Academy experienced an increase in special education students after its
second year of operation in 2013-2014. John McDonogh: Future in Now operated for only two
years. In its second year we see an increase in the percentage of Hispanic students and the
percentage of English-language learners. At the same time, we see that the school reports no
students as eligible for free/reduced price lunch (note: we suspect this is a reporting error)
Einstein Extension has a much smaller percentage of black students compared to the other
schools in New Orleans. After its first year, the school experienced an increase in the
percentage of Hispanic students. The percentage of students eligible for free/reduced price
lunch dropped in the second year of operation before rising again to previous levels in the
following year. KIPP East Community School saw a large increase in its percentage of black
students in its second year of operation as well as a much smaller increase in the percentage
of students eligible for free/reduced price lunch. Wilson Charter School had a percentage of
black students below the New Orleans average and a percentage of students eligible for
free/reduced price lunch above the New Orleans average.

Brick Church College Prep had a relatively stable percentage of black students during our
study. The percentage of Hispanic students at Brick Church increased while the percentage of
students eligible for free/reduced price lunch decreased after the first year of operation. The
percentage of special education students started at 31 percent and declined by about 5
percentage points every subsequent year. Humes Preparatory Academy had a relatively
stable percentage of black students during our study. The percentage of Hispanic students
increased in the second year of operation, while the percentage of students eligible for
free/reduced price lunch decreased in the second year of operation but increased beyond
previous levels in the third year of operation (2014-2015). KIPP Memphis Academy Middle
School had a relatively stable percentage of black students during our study. The percentage
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of Hispanic students increased and the percentage of students eligible for free/reduced price
lunch decreased after the first year of operation. The percentage of special education
students went from zero to 11 and 13 percent in the second and third years of operation,
respectively. Cornerstone Prep-Lester Campus had a high and stable percentage of black
students, while the percentage of students eligible for free/reduced price lunch increased in
the second year of operation. Aspire Hanley Elementary School #1 had stable racial
composition, while the percentage of students eligible for free/reduced price lunch increased
by 6 percentage points in the second year of operation. At KIPP Memphis Preparatory Middle
School, the percentage of black students increased and the percentage of Hispanic students
decreased in the second year of operation. At the same time, the percentage students eligible
for free/reduced price lunch increased by nine percentage points in 2014-15. Klondike
Preparatory Academy had stable racial composition, while the percentage of students eligible
for free/reduced price lunch increased by five percentage points in the second year of
operation. Freedom Preparatory Academy Charter School had a racial composition very close
to the average for Tennessee in our study, although the percentage of students eligible for
free/reduced price lunch was about seven percentage points higher than the CRM average in
Tennessee.

Table 31: Demographic Profile of each CRM School in New Orleans

Black

Hispanic 2% 3% 1% 2% 4% 3%
Lunch Eligible  72% 94%  92% 92% 92% 92%
English
Learner 0% 0% 0% 1% 4% 3%
Special Ed 4%* 14%  16% 24%  23% 23%
Black 96% 96%  95% 95%  94% 90%
Hispanic 3% 2% 3% 3% 4% 7%
Lunch Eligible  96% 93%  97% 69% 96% 97%
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_ 11%  11% 12% 13% 13%

Note: * Extrapolated from reading test data. ** Calculated from February counts provided by
LDOE. Data on counts of special education students come from New Schools for New Orleans.

Table 32: Demographic Profile of each CRM School in Tennessee

Black 97%

Hispanic 2%* 0% 3% 1% 1%
Lunch Eligible 72%* 85% 75% 94% 38%
LEen agrl:ehr 1%* 0% 0% 1% 0%
Special Ed 3%* 21% 19% 20% 18%
Black 98% 96% 95% 96% 92%
Hispanic 1% 0% 2% 3% 7%
Lunch Eligible 100% 95% 91% 91% T7%
LEe" frl:ehr 0%* 0% 1% 2% 4%
Special Ed 8%* 0% 11% 13% 14%
Black 83% 85% 84% 86% 86%
Hispanic 2% 0% 3% 3% 6%
Lunch Eligible 97% 97%*  80%*  85%* T7%
LEen agrl:ehr 206" 0% 4% 3% 5%
Special Ed 2%* 31% 26% 22% 22%
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Note: * Extrapolated from reading test data.
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Appendix B: Impact Breakouts for New Orleans
In this section we present impact effects for different student groups in New Orleans.

CRM School Impact by Race/Ethnicity for New Orleans

Figure 22: Learning Gains of Black Students Benchmarked Against Learning Gains of White
VCR Students-New Orleans
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* Significant at p <0.05 ** Significant at p<0.01

Figure 22 shows that black VCR students in New Orleans exhibit stronger academic growth in
reading and math when compared to the average white VCR student in New Orleans,
although the difference in not statistically significant. Black VCR students in New Orleans
exhibit 154 additional days of learning in reading and 51 additional days of learning in math.
Black CRM students also experience higher learning gains, experiencing 125 additional days
of reading gains and 40 additional days of learning in math.

Further, when the learning of black students enrolled in CRM schools in New Orleans is
compared to that of black students enrolled in non-CRM schools in New Orleans, the results
reveal that the CRM students experience a slightly weaker academic progress compared to
their non-CRM peers in both reading and math, although the gaps are not statistically
significant. This result means that black CRM students do not experience a significant annual
learning gap.
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Figure 23: Learning Gains of Hispanic Students Benchmarked Against Learning Gains of White
VCR Students-New Orleans
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The findings of academic progress for Hispanic students in New Orleans differs markedly from
their black peers in New Orleans. For the Hispanic students enrolled in non-CRM schools in
New Orleans, we find stronger academic gains in reading and math than white VCR peers in
New Orleans, as opposed to what we observed for black VCR students. Compared to white
VCR students, Hispanic VCR students in New Orleans experience 245 additional days of
learning in reading and 217 additional days of learning in math, although only math is
significant.

Hispanic students attending CRM schools in New Orleans have stronger academic gains in
math and reading than their white VCR peers in New Orleans. Compared to white VCR
students, Hispanic CRM students experience 331 additional days of learning in reading and 51
additional days of learning in math, although the effects are not statistically significant.

Next we consider the relative differences in learning between Hispanic students enrolled in
non-CRM schools in New Orleans and Hispanic students enrolled in CRM schools in New
Orleans. Hispanic CRM students in New Orleans experience the equivalent of 57 more days of
learning in reading compared to Hispanic students attending non-CRM schools in New
Orleans. In math, Hispanic students in CRM schools in New Orleans show significantly weaker
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academic gains than their Hispanic VCR peers. Compared to Hispanic VCR students, Hispanic
CRM students in New Orleans experience 165 fewer days of learning in math.

CRM School Impact with Students in Poverty in New Orleans

Figure 24: Learning Gains of Students in Poverty Benchmarked Against Learning Gains of
White VCR Students-New Orleans
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Figure 24 shows that VCR students living in poverty in New Orleans have weaker academic
growth in reading when compared to the average white not-in-poverty VCR student in New
Orleans. VCR students in poverty in New Orleans have academic growth in math comparable
to that of CRM students living in poverty in New Orleans. VCR students in poverty in New
Orleans exhibit 51 fewer days of learning in math and 34 fewer days of learning in reading.
CRM students in poverty in New Orleans also experience smaller learning gains, experiencing
17 fewer days of learning in math and 34 fewer days of reading gains, although the learning
gaps are not statistically significant.

When the learning of CRM students in poverty in New Orleans is compared to that of VCR
students in poverty in New Orleans, the results reveal that CRM students in poverty in New
Orleans experience less progress compared to their VCR peers in reading, while they are on
par with their VCR peers in math. The difference translates to 34 fewer days of learning in
reading, although the gap is not statistically significant. Since students in poverty account for
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the majority of the CRM population in New Orleans, these findings explain a substantial
portion of the overall performance of CRM schools in New Orleans.

CRM School Impact with Special Education Students in New Orleans

Figure 25: Learning Gains of Special Education Students Benchmarked against Learning gains
of VCR Students Not in Special Education-New Orleans
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In Figure 25, the baseline for comparison is the non-CRM student in New Orleans who is not
receiving special education services. Special education students enrolled in both non-CRM
and CRM schools in New Orleans have significantly weaker growth than students in non-CRM
schools who do not receive special education services in both reading and math. Figure 24
shows that non-CRM students in special education programs experience 154 fewer days of
learning in reading and 160 fewer days of learning in math when compared to VCR students in
New Orleans not receiving special education services. A special education student in a CRM
school in New Orleans also makes significantly less progress than a non-special education
student, amounting to 182 fewer days of learning in reading and 125 fewer days of learning in
math.

Further, the difference between gains for special education students in CRM schools and non-
CRM schools in New Orleans favors CRM enrollment only in math. We find a positive
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difference of 34 days of learning in math and a negative learning gap of 29 days of learning in
reading, although the gaps are not statistically significant for either subject.

CRM School Impact with English Language Learners in New Orleans

Figure 26: Learning Gains of ELL Students Benchmarked Against Learning Gains for Non-ELL
VCR Students-New Orleans
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The comparison student for the findings presented in Figure 26 is a VCR student who is
English Proficient in New Orleans. English language learners in non-CRM schools in New
Orleans show significantly weaker growth per year than non-ELL students in New Orleans
only in math, amounting to a gap of 160 fewer days of learning. CRM school students in New
Orleans with ELL designation experience 154 fewer days of learning in reading and 143 fewer
days of learning in math, compared to their non-ELL VCR counterparts in New Orleans,
although that learning gap is statistically significant only in reading.

When the progress of ELL students is compared across school settings, CRM students in New
Orleans lose 148 days of learning in reading and gain 11 days of learning in math, compared
to non-CRM ELL students in New Orleans. These learning gaps are not statistically significant.
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CRM School Impact by Student’s Year of Enrollment in New Orleans

Figure 27: Impact by Students’ Years of Enrollment-New Orleans
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As depicted in Figure 27 above, our results suggest that CRM students in New Orleans
demonstrate J-shaped learning gains in math over time. In their first year, CRM students in
New Orleans do not show statistically different academic growth in reading and math from
that of their non-CRM peers in New Orleans. The second year sees a decrease in CRM student
growth in math, as CRM students demonstrate 17 fewer days of learning in reading and an
increase in math with a learning gap of 6 days of learning, although the learning gaps are not
statistically significant. The third year results remain negative in math and positive in reading
but not significant compared to the VCR comparison group for both subjects. CRM students in
their fourth year of enrollment exhibit 11 fewer days of learning in reading and 11 additional
days of learning in math compared to their VCR peers, although the learning gaps are again
not statistically significant. CRM students in their fifth year of enrollment show stronger -
albeit not statistically significant- academic growth in both reading and math compared to
non-CRM students. In particular, CRM students show 40 additional days of learning in reading
and 29 additional days of learning in math.
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CRM School Impact by School Level in New Orleans
Figure 28: Impact by School Level-New Orleans
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On average, CRM students in New Orleans see similar growth as their VCR counterparts in
New Orleans in both reading and math at all levels except multi-level schools. CRM students
in multi-level schools show significantly weaker growth in reading and math compared to
their VCR counterparts. This translates to 262 fewer days of learning in reading and 222 fewer
days of learning in math. Note that the multi-level effects are driven by only two particularly
low-performing schools.
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CRM School Impact by Student Category in New Orleans
Figure 29: Impact by Student Category-New Orleans
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On average, Persister and New Entrant CRM students in New Orleans do not see statistically
different academic growth from their VCR counterparts in either reading or math. Of the
remaining categories of students, only the Closing school students had significantly negative
gains in both reading and math, which translate to 97 fewer days of learning in reading and
148 fewer days of learning in math. This means that compared to Closing school students,
students who attended the CRM schools had stronger academic growth.
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Appendix C: Impact Breakouts for Tennessee
In this section we present impact effects for different student groups for Tennessee.

CRM School Impact by Race/Ethnicity for Tennessee

Figure 30: Learning Gains of Black Students Benchmarked Against Learning Gains of White
VCR Students-Tennessee
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Figure 30 shows that black non-CRM students in Tennessee exhibit significantly weaker
academic growth in reading when compared to the average white VCR student in Tennessee,
while the two groups show similar academic growth in math. Black non-CRM students in
Tennessee exhibit 80 fewer days of learning in reading and only 17 fewer days of learning in
math, although only reading is significant. Black CRM students in Tennessee experience
higher learning gains compared to the average white VCR student in Tennessee, experiencing
40 additional days of reading gains and 103 additional days of learning in math. Only the
math finding is significant.

When the learning of black students enrolled in CRM schools in Tennessee is compared to
that of black students enrolled in non-CRM schools in Tennessee, the results reveal that CRM
students in Tennessee experience stronger academic progress compared to their VCR peers in
both reading and math. This result suggests that black CRM students experience a significant
positive annual learning gain of 120 days of learning in both reading and math.
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Figure 31: Learning Gains of Hispanic Students Benchmarked Against Learning Gains of White
VCR Students-Tennessee
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Academic progress for Hispanic students in Tennessee differs markedly from that of their
black peers in Tennessee. For the Hispanic students in this study who were enrolled in a non-
CRM school in Tennessee, we find stronger academic gains in math than their white VCR
peers in Tennessee. Contrast this with the findings for black CRM students in Tennessee, who
show greater gaps than white VCR peers. Compared to white VCR students, Hispanic non-CRM
students in Tennessee experience 34 fewer days of learning in reading and 120 additional
days of learning in math, although only math is significant.

Hispanic students attending CRM schools in Tennessee have significantly stronger academic
gains in math and reading than their white VCR peers in Tennessee. Compared to white VCR
students, Hispanic CRM students in Tennessee experience 154 additional days of learning in
reading and 359 additional days of learning in math.

In both reading and math Hispanic students in CRM schools in Tennessee show significantly
stronger growth than VCR Hispanic students in Tennessee. Hispanic CRM students in
Tennessee experience the equivalent of 188 more days of learning in reading, when
compared to Hispanic students attending non-CRM schools in Tennessee. In math, Hispanic
students in CRM schools in Tennessee show significantly stronger academic gains than their
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Hispanic VCR peers. Compared to Hispanic VCR students, Hispanic CRM students in
Tennessee experience 239 additional days of learning in math.

CRM School Impact with Students in Poverty in Tennessee

Figure 32: Learning Gains of Students in Poverty Benchmarked Against Learning Gains of
White VCR Students-Tennessee
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Figure 32 shows that VCR students living in poverty in Tennessee have similar academic
growth in reading when compared to the average white not-in-poverty VCR student in
Tennessee. VCR students living in poverty in Tennessee show academic growth in reading and
math comparable to that of white not-in-poverty VCR students in Tennessee. VCR students in
poverty in Tennessee exhibit six more days of learning in math and 11 fewer days of learning
in reading, although these differences are not statistically significant. CRM students in
poverty in Tennessee experience significantly smaller learning gains, experiencing 165 fewer
days of learning in math and 125 fewer days of reading gains.

When the learning of CRM students in poverty in Tennessee is compared to that of VCR
students in poverty in Tennessee, the results reveal that CRM students in poverty in
Tennessee experience significantly less progress compared to their VCR peers in reading and
math. This difference translates to 131 fewer days of learning in reading and 154 fewer days of
learning in math. Since students in poverty account for the majority of the CRM population in
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Tennessee, these findings explain a substantial portion of the overall performance of CRM
schools in Tennessee.

CRM School Impact with Special Education Students in Tennessee

Figure 33: Learning Gains of Special Education Students Benchmarked against Learning gains
of VCR Students Not in Special Education-Tennessee
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In Figure 33, we present comparisons regarding special education students in Tennessee. The
baseline for comparison here is the VCR student who is not receiving special education
services in Tennessee. Special education students enrolled in both non-CRM and CRM schools
in Tennessee have significantly weaker growth than students in non-CRM schools who do not
receive special education services in Tennessee. Figure 32 shows that VCR students in special
education programs experience 143 fewer days of learning in reading and 148 fewer days of
learning in math when compared to VCR students not receiving special education services. A
special education student in a CRM school also makes less progress than a non-special
education student, amounting to 154 fewer days of learning in reading and 143 fewer days of
learning in math.

Further, the difference between gains for special education students in CRM schools and non-
CRM schools in Tennessee favors CRM enrollment only in math, with a learning gain of 11
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days of learning. In reading, we observe a learning gap of 17 days of learning. However, these
findings are not statistically significant for either subject.

CRM School Impact with English Language Learners in Tennessee

Figure 34: Learning Gains of ELL Students Benchmarked Against Learning Gains for Non-ELL
VCR Students-Tennessee
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The comparison student for findings presented in Figure 34 is a VCR student who is English
Proficient in Tennessee. English language learners in non-CRM schools in Tennessee show
significantly weaker growth per year than non-ELL students in Tennessee, amounting to a
gap of 63 and 74 fewer days of learning in reading and math, respectively. CRM students in
Tennessee with an ELL designation experience 74 fewer days of learning in reading and 239
fewer days of learning in math, compared to their non-ELL VCR counterparts in Tennessee,
although the learning gap is statistically significant only in mathematics.

When the progress of ELL students is compared across school settings, CRM students in
Tennessee lose 11 days of learning in reading and 165 days of learning in math, compared to
VCR ELL students, although those learning gaps are not statistically significant.
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CRM School Impact by Student’s Year of Enrollment in Tennessee
Figure 35: Impact by Students’ Years of Enrollment-Tennessee
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As depicted in Figure 35 above, the results suggest that CRM students in Tennessee post J-
shaped learning gains in math over time. In their first year, CRM students do not show
statistically different academic growth in reading and math from that of their VCR peers in
Tennessee. Estimated learning gaps are 63 and 51 fewer days of learning in reading and math,
respectively. In their second years, we see an increase in CRM student growth in math (29
additional days of learning in math) but no gain in reading, and the differences are not
statistically significant. The third year results are negative in math and positive in reading but
not significant compared to the VCR comparison group for both subjects. CRM students in
their third year in Tennessee show 51 additional days of learning in reading and 63 fewer days
of learning in math.
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CRM School Impact by School Level in Tennessee
Figure 36: Impact by School Level-Tennessee
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On average, middle school CRM students in Tennessee see similar growth as their non-CRM
counterparts in Tennessee in both reading and math. CRM students in elementary schools in
Tennessee show significantly weaker growth in reading and math compared to their non-CRM
counterparts. This translates to 63 fewer days of learning in reading and 120 fewer days of
learning in math.
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CRM School Impact by Student Category in Tennessee
Figure 37: Impact by Student Category-Tennessee
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On average, New Entrant CRM students in Tennessee do not see statistically different
academic growth from their non-CRM counterparts in either reading or math. However,
Persisters in CRM schools in Tennessee experience negative learning gains in math equivalent
to 63 fewer days of learning. Of the remaining categories of students, Closing school students
had negative gains in both reading and math, translating to 40 fewer days of learning in
reading and math. This means that compared to Closing school students, New Entrants in the
CRM schools had stronger academic growth. At the same time, students who attended a CRM
school in Tennessee and then left experience significant learning losses in math equivalent to
143 fewer days of learning.

credo.stanford.edu 103



References

Betts, J. and Hill, P. et al. (2006). “Key Issues in Studying Charter Schools and Achievement: A
Review and Suggestions for National Guidelines.” National Charter School Research Project
White Paper Series, No. 2.

Betts, J. and Tang, Y. (2011) “The Effect of Charter Schools on Student Achievement: A Meta-
Analysis of the Literature.“ National Charter School Research Project.

Center for Research on Educational Outcomes (2011). Charter School Performance in
Pennsylvania. Center for Research on Education Outcomes (CREDO) Report. Retrieved 31
March, 2017 from
http://credo.stanford.edu/reports/PA%20State%20Report_20110404_FINAL.pdf

Cremata, E., Davis, D., Dickey, K., Lawyer, K., Negassi, Y., Raymond, M., and Woodworth, J.
(2013). National Charter School Study. Center for Research on Education Outcomes (CREDO)
Report. Retrieved 10 July, 2015 from:
http://credo.stanford.edu/documents/NCSS%202013%20Final%20Draft.pdf

Fortson, K., Gleason, P., Kopa, E., and Verbitsky-Savitz, N. (2015). “Horseshoes, hand
grenades, and treatment effects? Reassessing whether nonexperimental estimators are
biased.” Economics of Education Review 44: 100-113.

Gill, B., Furgeson, J., Chiang, H., Teh, B., Haimson, J., and Verbitsky-Savitz, N. “Replicating
Experimental Impact Estimates in the Context of Control-Group Noncompliance.” Statistics
and Public Policy, forthcoming.

Hanushek, E. A., Kain, J. F., & Rivkin, S. G. (2004). Disruption versus Tiebout improvement: The
costs and benefits of switching schools. Journal of Public Economics, 88(9), 1721-1746.
Retrieved 10 July, 2015 from:
http://www.sciencedirect.com/science/article/pii/S004727270300063X

Hanushek, E.A., Peterson, P.E., and Woessmann, L. (2012). Is the US Catching Up?
International and State Trends in Student Achievement. Education Next, Vol. 12, No. 4. Fall
2012. Retrieved 10 July, 2015 from: http://educationnext.org/is-the-us-catching-up/

Raymond, M. (2009). Multiple choice: Charter school performance in 16 states. Center for
Research on Education Outcomes (CREDO) Report. Retrieved 10 July, 2015 from:
http://credo.stanford.edu/reports/MULTIPLE_CHOICE_CREDO.pdf

South, S. J., Haynie, D. L., & Bose, S. (2007). Student mobility and school dropout. Social
Science Research, 36(1), 68-94. Retrieved 10 July, 2015 from:
http://www.sciencedirect.com/science/article/pii/S0049089X05000700

Woodworth, J., Raymond, M., Chirbas, K., Gonzalez, M., Negassi, Y., Snow, W., and Van Donge,
C. (2015) Online Charter School Study 2015. Center for Research on Education Outcomes

credo.stanford.edu 104



(CREDO) Report. Retrieved 24 March, 2017 from
http://credo.stanford.edu/pdfs/Online%20Charter%20Study%20Final.pdf

Woodworth, J. and Raymond, M. (2013) Charter School Growth and Replication Volume .
Center for Research on Education Outcomes (CREDO) Report. Retrieved 15 March, 2017 from
http://credo.stanford.edu/pdfs/CGAR%20Growth%20Volume%20Il.pdf

credo.stanford.edu 105



